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Preface 
A century after correspondence study began in the United 
States, the Independent Study Division of the National Continu-
ing Education Association has launched an ambitious project to 
record the history, achievements, ideas, issues, and research per-
tinent to practitioners, faculties, and students in distance educa-
tion. 
The publication of The Foundations of American Distance Edu-
cation: A Century of Collegiate Correspondence Study offers the pro-
fession an opportunity to gain a sense of perspective on the past, 
as well as on the present, that will help prepare to meet future 
challenges. 
Within this field, it has been common to cite two periods of 
historic development, each of which was connected to the publi-
cation of a book that had important consequences. The first is 
Bittner and Mallory's University Teaching by Mail (1933), which de-
scribes the origins of the field and the integration of correspon-
dence study into American universities, and the second is 
Wedemeyer and Childs' New Perspectives in University Correspon-
dence Study (1961), which assesses the incorporation of new tech-
nologies. In addition, the two volumes of the Brandenburg Memo-
rial Essays on Correspondence Instruction (1963 and 1966), which 
were products of a distance education "summit" seminar in the 
early 1960s, prompted a new professionalism. Correspondence 
study practitioners began to take a modest pride in their own 
profession, and to insist upon steadily raising the professional level 
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of their own scholarship and teaching. It is my hope that this 
new volume will have a similar influence on the profession. 
The past century of correspondence instruction has been a 
remarkable period of growth and challenge. Present demands are 
equally enormous: integration of more sophisticated media in in-
struction and management, improvement of testing and evalua-
tion, and meeting the educational needs of an increasingly di-
verse population. 
In the past century the proliferation of the correspondence 
study /independent study I distance education movement has gen-
erated educational change throughout the world. Today research-
ers and practitioners bring into the field new concepts, percep-
tions, and scholarship, as well as new teaching-learning models. 
The lessons of the past emphasize that much hard work, in-
novation, and initiative are necessary to keep pace with the chal-
lenges of the times. The articles in this volume provide opportu-
nities for reflection, practical information, and guidance for inde-
pendent study' s second century. 
Charles A. Wedemeyer 
William H. Lighty Professor 
of Education Emeritus 
The University of Wisconsin-
Madison 
Introduction 
To commemorate the centennial of collegiate independent 
study in the United States, the Independent Study Division of 
the National University Continuing Education Association has pre-
pared this anthology reflecting the history, the current state of 
practice, and the prospects for the future of this dynamic meth-
odology in the field of higher education. 
As it celebrates a century of progress and achievement, this 
anthology records the historical evolution of university-based in-
dependent study and fosters the exchange of ideas among pro-
fessionals within the National University Continuing Education 
Association's Independent Study Division. It focuses attention on 
the major issues faced by independent study programs within 
NUCEA institutions and provides information based on research 
in the field that will be of use to practitioners, academic faculty, 
and students in the evolving field of distance education. 
This anthology represents the culmination of five years' ef-
fort by members of the Independent Study Division. In 1986 a 
task force was established to prepare a proposal for an edited 
book of articles on collegiate independent study in celebration of 
its centennial. In 1988 the Administrative Committee of the Inde-
pendent Study Division appointed an editorial board to guide the 
project and selected the anthology's coeditors. The editorial board 
then suggested chapter topics and chose respected practitioners 
and scholars to write these chapters. 
vii 
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In chapter 1 Barbara Watkins traces the historical evolution 
of correspondence study from its beginnings in Europe to its es-
tablishment in the United States in the late nineteenth century. 
She analyzes the growth of collegiate correspondence study from 
its founding by William Rainey Harper at the University of Chi-
cago in 1892 to the end of World War II. Watkins assesses the 
issues and innovations, as well as the growth of a professional 
identity, that were central to the development of correspondence 
study in its first half century. 
In chapter 2 Stephen Wright looks at the rebirth of correspon-
dence study in the late 1940s and 1950s through the efforts of 
leading practitioners Gayle Childs and Charles Wedemeyer. At 
the heart of the modern collegiate independent study movement 
is the work of professionals within the Independent Study Divi-
sion of NUCEA. Wright discusses the accomplishments of recent 
decades and the new challenges posed by the international dis-
tance education movement. 
Sylvia Rose discusses in chapter 3 the noncredit correspon-
dence study program that developed at the turn of the century at 
the University of Wisconsin. She describes exemplary programs 
at Wisconsin and other universities that illustrate the particular 
flexibility of noncredit programming. Rose argues that university-
based noncredit courses continue to meet unique and challeng-
ing needs of adult learners. 
Roger Young and Monty McMahon address the topic of uni-
versity-sponsored high school independent study in chapter 4. The 
authors discuss the concept "supervised correspondence study" 
and follow its development at the University of Nebraska. Serv-
ing the needs of geographically isolated students and the use of 
computer technology are two important elements of the univer-
sity-sponsored high school correspondence study story. 
In chapter 5 Von Pittman provides an in-depth treatment of 
the academic credibility and image problem experienced by col-
legiate correspondence study. Pittman traces the image problems 
to the scandals involving the proprietary correspondence schools. 
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The struggle between the elitist and democratic traditions of 
higher education, combined with the divergent views on the 
proper use of technology in collegiate independent study, pro-
vides the setting for Pittman's look at quality and image. 
Marvin Van Kekerix and James Andrews address the contro-
versial topic of electronic media and independent study in chap-
ter 6. The authors examine some of the problems of teaching and 
learning by correspondence and media's promise to solve these 
problems. Whether the technology is the telephone, television, 
teaching machines, or computers, the issue has been how to in-
corporate these media to improve correspondence instruction. Van 
Kekerix and Andrews analyze the all-important issues of cost and 
learner access posed by electronic media. 
Ronald Malan, Dane Rigby, and Lee Glines provide a com-
prehensive look at the support services component in contempo-
rary university independent study departments. These authors 
describe several new technological applications that improve ser-
vice and enhance communication. To accommodate their students' 
needs, modern independent study departments must supply a 
host of services ranging from counseling to record keeping. 
Harold Markowitz, Jr., indicates in chapter 8 that professional 
status within the field of collegiate independent study has grown 
in proportion to the level of staff education and training. Practi-
tioners at institutions with both large and small independent study 
programs today possess more advanced academic credentials than 
was the case several decades earlier. Markowitz examines the role 
and status of faculty who are affiliated with independent study 
instructional programs. 
In chapter 9 Nancy Gaines and Elizabeth Houdek provide an 
in-depth profile of the role of editors, based on an extensive na-
tional survey. They assess the transformation of this role, in light 
of new publishing technology. The authors examine the collabo-
rative process of independent study course editors and faculty 
authors. 
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Charles Peasley addresses the topic of research and documen-
tation in chapter 10. He provides a needed overview of both quali-
tative and quantitative approaches to research in education and 
also analyzes the place and role of traditional independent study 
within the larger context of distance education. Peasley suggests 
that new powerful statistical-analysis software will facilitate more 
joint research projects and publications. 
In chapter 11 Morris Sammons looks at strategies for design-
ing independent study printed materials to more effectively en-
gage learners in the course subject matter. He analyzes the poten-
tial of various learning strategies for improving instructional de-
sign practices. Sammons focuses on applications of recent research 
in cognitive psychology to independent study. 
Robert Simerly introduces the term "anomie" in chapter 12 
as he discusses the feeling of powerlessness many independent 
study practitioners experience in the university setting. Simerly 
suggests a series of action steps to overcome this malaise. The 
author stresses the importance of hiring individuals with the best 
academic credentials to enhance the legitimacy of independent 
study. 
In chapter 13 Michael Moore traces the growth of the inter-
national distance education movement from its origins in Ameri-
can independent study to the founding of the British Open Uni-
versity and the wave of enthusiasm for open learning that has 
spread worldwide. Moore explores the history and contributions 
of the International Council for Distance Education. He predicts 
a heightened role in the international distance education move-
ment for U.S. practitioners. 
Coeditors Barbara Watkins and Stephen Wright assess the fu-
ture of collegiate independent study in chapter 14. The omnipres-
ent themes of image, identity, and technology applications in the 
field are considered, along with concerns for a more central posi-
tion within the administrative structure of the American univer-
sity. 
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Several individuals have been particularly supportive in the 
preparation of this volume. Editorial board members Harold 
Markowitz, Jr., Von Pittman, and Marvin Van Kekerix provided 
advice and consultation throughout the project Other Indepen-
dent Study Division members who provided information on the 
history of their institutions or photographs, critiqued portions of 
the manuscript, or provided administrative support include Mary 
Beth Almeda, Nancy Colyer, Charles Feasley, Ron Malin, Monty 
McMahon, David Mercer, Sylvia Rose, and Roger Young. 
At the University of Kansas Donna Butler, Independent 
Study's managing editor, helped in the editing process and 
Malcolm Neelley and Joan Davies of the Publication Services staff 
provided expert word-processing and layout assistance. Lynne 
Lipsey at the University of Kansas and Marie Eysenbach at the 
Pennsylvania State University helped oversee the project accounts. 
Gary Abdullah, PSU promotions and marketing specialist, assisted 
in the advertising campaign for the book. 
The National University Continuing Education Association 
provided financial support for the production of The Foundations 
of American Distance Education: A Centennial of Collegiate Correspon-
dence Study. 
To all of these people, we owe large debts of gratitude. 
This volume illuminates the challenges and changes corre-
spondence study has faced in the past century. That this profes-
sion has survived, and, indeed, flourished is a fitting tribute to 
the many practitioners who have devoted their careers to inde-
pendent study. 
Stephen J. Wright 
Barbara L. Watkins 
Chapter 1 
A Quite Radical Idea: 
The Invention and Elaboration 
of Collegiate 
Correspondence Study 
Barbara L. Watkins 
The contours of correspondence study today have been 
shaped by several forces, especially the nineteenth-century popu-
lar education movement and the rise of university extension in 
both Great Britain and the United States. The history of univer-
sity extension and of correspondence study in particular tells us 
a great deal about the place and role of higher education in this 
country. 
This history is the story of creative adaptation, visionary lead-
ership, financial challenges, politics both internal and external to 
universities, and, most importantly, a commitment to service. This 
commitment has taken different forms and avenues, sometimes 
swerving or faltering in the face of adversity or indifference; yet, 
it has continued and, indeed, grown. Perseverance and flexibility 
have been hallmarks of this first century. 
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The Road to University Extension1 
One of the earliest documented instances of correspondence 
instruction was in Berlin, Germany, where Charles Toussaint and 
Gustav Langenscheidt formed a school to teach languages by cor-
respondence in 1856. The primary origins of university-level cor-
respondence study in the United States lay, however, in the edu-
cational ferment in nineteenth-century Great Britain. Unlike in the 
Middle Ages, when universities were open to anyone who de-
sired to learn, the English universities had by the nineteenth cen-
tury become bastions of the privileged. 
University extension came into being as a means of giving teachers 
and workingmen contacts with a deeper intellectual life. These 
groups voiced their desire for such enlargement and deepening of 
their lives. The university did not initiate the movement. It was not 
an attempt on the part of institutions of higher learning to make 
knowledge less cloistral, less aristocratic. Somewhat reluctantly the 
university left the calm of the world of scholarship to mingle with 
the hot and dusty turmoil without. (Hall-Quest, 1926, p. 265) 
Although a proposal in 1850 by an Exeter College fellow to 
extend university instruction to a broader clientele did not mate-
rialize, systems of popular lectures were organized soon after-
by Oxford in 1857 and Cambridge in 1858. A Cambridge lecturer, 
James Stuart, also initiated several features that came to be asso-
ciated with university extension and ultimately with correspon-
dence study: a "printed syllabus," written work, and local exami-
nations (Portman, 1978). Although the British extension movement 
was a response to the particular circumstances of the English edu-
cational environment-for example, the Victorian social structure 
and the failure of the government to adequately provide state-
supported educational opportunities-its problems foreshadowed 
those Americans would later face: inadequate funding, uncertain 
support of university administrators, and faculty criticism or in-
difference (Woytanowitz, 1974). Yet university extension spread 
1The terms "university extension" and "correspondence study" were often 
used interchangeably well into the twentieth century. Extension credit was of-
fered through correspondence study, direct class instruction, or both. 
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in the next quarter century to virtually every English university 
and to the European continent, Australia, and the United States. 
During th~ nineteenth century in the United States several 
ventures in adult education preceded the organization of univer-
sity extension. The popular lyceum movement, begun by Josiah 
Holbrook of Connecticut in 1826, brought education and enter-
tainment to local audiences. Although the lyceum movement faded 
after the Civil War, a Methodist bishop, John H. Vincent, orga-
nized a similar program, the Chautauqua, in western New York 
in 1873. That same year Anna Ticknor created the Society to En-
courage Studies at Home, which offered educational opportuni-
ties to women of all classes. This Boston-based, largely volunteer 
effort provided correspondence instruction to 10,000 members over 
a 24-year period despite its resolutely low profile (Agassiz, 1897; 
Ticknor, 1891). Its roster of instructors, which reads like a "Who's 
Who of Northeastern aristocracy" (Gerrity, 1976, p. 32), included 
names such as Adams, Channing, Longfellow, Lowell, and 
Peabody. Student praise of the Society was effusive. Despite the 
lack of advertising, Ticknor's work was recognized in several na-
tional publications, including the Atlantic Monthly and the New 
York Tribune. Bittner & Mallory (1933) suggested that the Society 
to Encourage Studies at Home "died out" at the turn of the cen-
tury because it failed to adjust course material to student needs. 
Before its demise, the Society influenced the development in 
1883 of the short-lived Correspondence University, which was 
headquartered at Cornell University. The Correspondence Univer-
sity never got off the ground, despite much initial fanfare (Gerrity, 
1976). . 
At the summer Chautauqua institutes, participants combined 
religious instruction and secular education. Thousands flocked to 
these institutes, but relatively few finished the four-year reading 
program and earned certificates. From 1883 to 1891, the 
Chautauqua College of Liberal Arts, directed by William Rainey 
Harper, professor of Hebrew at Yale University, was authorized 
by the state of New York to grant academic degrees to students 
who successfully completed work at the summer institutes and 
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by correspondence during the year. Harper believed that corre-
spondence study "would not, if it could, supplant oral instruc-
tion, or be regarded as its substitute." Yet, he stressed, "there is a 
field for each which the other cannot fill." He predicted 
The student who has prepared a certain number of lessons in the 
correspondence school knows more of the subject treated in those 
lessons, and knows it better, than the student who has covered the 
same ground in the classroom. 
The day is coming when the work done by correspondence will be 
greater in amount than that done in the class-rooms of our aca-
demics and colleges; when the students who shall recite by corre-
spondence will far outnumber those who make oral recitations. 
(cited in Vincent, 1885, pp. 92-93) 
The Chautauqua drew support from prominent university fac-
ulty including Harper, and Johns Hopkins University faculty mem-
bers Richard T. Ely, professor of political economy, and Herbert 
Baxter Adams, professor of history. Ely suggested in his autobi-
ography that no one could "understand the history of this coun-
try and the forces which have been shaping it for the last half 
century without some comprehension of that splendid institution 
[the Chautauqua]" (cited in Grattan, 1955, p. 175). 
The lyceum and the Chautauqua helped pave the way for 
university extension. Ironically, however, Vincent's vision of life-
long learning was both the impetus for the Chautauqua 
movement's success and the cause of its decline in popularity 
(Gerrity, 1976). Ultimately, the colleges and universities that shared 
his vision would acquire the resources Chautauqua lacked to 
firmly establish a range and diversity of adult education oppor-
tunities. 
In 1877 Illinois Wesleyan University arranged a series of 
courses to be taken in absentia by nonresident students. Since 
Wesleyan was the first American university to offer a plan of cor-
respondence education based on the Oxford, Cambridge, and Lon-
don model, the beginnings of correspondence study in the United 
States might properly be dated from this venture. Designed to 
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fulfill an "urgent and legitimate need," this ambitious program 
offered bachelor's, master's, and doctoral degrees to "mature in-
dividuals throughout the United States who desired to pursue a 
collegiate course but whose professional duties or financial situa-
tion prohibited attendance at a regular college" (Cates, 1965, p. 
16). 
Although the university's program enrolled 750 students be-
tween 1881 and 1890 and reached its zenith in 1900 when 478 
students sought nonresident degrees, members of the Wesleyan 
Board and educators across the country felt that this program was 
not of "sufficiently high standard of excellence" (Cates, 1965, p. 
19)-despite safeguards of academic quality and integrity-and 
recommended that it be terminated by 1906. 
Meanwhile, in Philadelphia, George F. James, George 
Henderson, and Herbert Baxter Adams organized the American 
Society for the Extension of University Teaching in 1891. Conflict 
quickly developed between Chautauqua and Society supporters 
over issues of instructional quality and methodology, including a 
Society proposal to do correspondence work. 
The American Society for the Extension of University Teach-
ing organized the first national extension conference in 1891. Del-
egates to this conference reported "incredibly diverse" activities 
across the country. "Despite the best efforts of the American Soci-
ety to provide a set of national norms, universities and societies 
throughout the country deviated from the norms" (Woytanowitz, 
1974, pp. 52-53). The conference failed in its efforts to nationalize 
extension. The future of American extension and, consequently, 
correspondence study, would lie in local adaptations of the En-
glish model. 
Leadership for the development of university-level extension 
throughout the nation was provided by Herbert Baxter Adams. 
Like Vincent and others, Adams had observed the English exten-
sion system and had been active himself in the Chautauqua move-
ment. The foremost historian of his day, he also helped found the 
American Historical Association. Adams saw in the extension 
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movement "an escape from the fragmentariness and discontinu-
ity of subject-matter inherent in any scheme of single lectures 
unaccompanied by any other discipline than voluntary atten-
dance" (Grattan, 1955, p. 185). He lectured about the English sys-
tem to American audiences and imbued his history seminar col-
leagues and graduate students at Johns Hopkins with his enthu-
siasm for the extension movement. Ultimately his students, who 
included Frederick Jackson Turner and Frank Blackmar, would 
carry on his extension work at the universities of Wisconsin and 
Kansas. Fueled in Baltimore, the fires of extension were carried 
across the country by winds of intellectual ferment and educa-
tional expansion. In the Midwest its smoldering cinders burst 
again into flame. 
Localism in the Midwest: 
New and Difficult Paths 
The University of Chicago 
Sharing Adams' enthusiasm and influence, the person per-
haps most responsible for initiating collegiate correspondence 
study was William Rainey Harper, whom John D. Rockefeller en-
ticed to organize the new University of Chicago in 1890. Harper's 
experience directing the Chautauqua summer sessions and corre-
spondence program had convinced him that extension should be 
"organically related" (Woytanowitz, 1974, p. 62) to a university, 
rather than exist as a Chautauqua function. The university con-
nection would provide financial security and help solve the frus-
trating problem of finding willing and competent lecturers. Buff-
ered with Rockefeller money, the University of Chicago opened 
in 1892 and enrolled its first correspondence students that· same 
year. Three of the university's five divisions, including Univer-
sity Extension, were new to the American university. The Univer-
sity Extension Division included five departments: lecture study, 
class study, correspondence teaching, library, and training depart-
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ment (Bittner & Mallory, 1933). The organization of the new uni-
versity clearly resembled that of the Chautauqua Institute (Gould, 
1961). 
The Correspondence-Study (later Home-Study) Department's 
early guidelines prescribed a student profile, enrollment regula-
tions, rules for granting credit, and control of course content by 
academic departments that would influence collegiate correspon-
dence study for the next century: 
Applicants for correspondence instruction must be 21 years of age 
and must satisfy the University of their inability to secure class-
room tuition .... Fifty percent of work for the bachelor's degree, 
thirty-three and one third for the doctorate may be taken by corre-
spondence .... Heads of departments must approve examination 
questions .... The method of instruction is by formal and informal 
correspondence. (cited in Bittner & Mallory, 1933, pp. 19-20) 
Harper's "dedication to the discovery and dissemination of 
truth for the good of Man" (Storr, 1966, p. 64) was evident in the 
university's organization and concentric circles of instruction: the 
core was to be the faculty and campus students. The next circle 
consisted of students and faculty of affiliated institutions, then 
came scattered lecture study and correspondence students, and 
the outside circle was the general public. All were to be served 
appropriately by flexible instructional methodology. 
Harper sought to attract lecturers experienced in extension 
instruction. Although he failed to lure Herbert Baxter Adams from 
Johns Hopkins, he was successful in enticing Richard Moulton, 
"England's foremost lecturer" (Woytanowitz, 1974), and several 
prominent American lecturers. Despite the early enthusiasm for 
Chicago's extension program, the wearing travel, the interminable 
grading of lessons and examinations, and the generally marginal 
position of extension instruction dampened the spirits of even the 
most energetic, committed faculty. 
Although faculty energies flagged and accusations of finan-
cial mismanagement bedeviled administrators, the early extension 
experience of the University of Chicago was generally 
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John D. Rockefeller, left, and William Rainey Harper in academic regalia in 
1896. Harper's visionary leadership and Rockefeller's financial support were 
instrumental in creating the University of Chicago. The Correspondence-Study 
Department was a central unit in the new university's extension division. 
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successful-in part because the University of Illinois failed to 
mount a rival organization (Woytanowitz, 1974). Under Hervey 
D. Mallory, secretary of correspondence instruction, the program 
"prospered exceedingly" (cited in Gerrity, 1976, p. 60). More than 
3,000 students enrolled annually in 350 courses offered by 125 
instructors. Reviewing correspondence study' s first decade at the 
University of Chicago, Harper commented that "academic tradi-
tions have been respected" (Bittner & Mallory, 1933, p. 22), largely 
because the instruction had been by campus faculty. Mallory went 
so far as to suggest that campus students be required to do part 
of their academic work by correspondence. He also recommended 
that "this work, which has proven its worth, be put on the same 
basis as residence work and not be expected to pay for itself" 
(Storr, 1966, p. 203). Harper declined the suggestion. 
In his last years Harper seemed to lose interest in correspon-
dence study as other university matters-most notably, budget 
deficits-loomed before him. Units of the experimental univer-
sity that he had created, including its extension activities, had be-
come commonplace across the nation and perhaps no longer ex-
cited his creative energies. The refinement of correspondence study 
would be left to others. 
The University of Wisconsin 
To the north of Chicago, in Madison, Wisconsin, another sig-
nificant and ultimately even more influential venture in exten-
sion began. From its earliest years the University of Wisconsin 
regents espoused the democratic tradition. The University's policy, 
they announced in their Annual Report for 1845, would be to "ex-
tend the advantages of education ... as far as may be practicable 
and expedient, so as to benefit the greatest number (Curti & 
Carstensen, 1949, Vol. 1, p. 22). 
Although there were distinct parallels in the structure of cor-
respondence study at Chicago and Wisconsin, the nature of the 
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two universities-one private, the other land grant-meant pro-
found differences in their development and in the forces that 
shaped their history. 
The origins of the land-grant institutions lay in the availabil-
ity of public lands, industrialism, and the expansion of public 
schooling, as well as the growing labor movement. All helped 
mold the western university and ultimately the course of corre-
spondence study. Prior to the Morrill Act of 1862, the public higher 
education movement was, according to historian Earle D. Ross 
(1942), "tentative in scope and impermanent in support: there was 
a lack of recognized standards, systematized subject matter, ef-
fective methods and adequate resources ... educational exigency 
had to wait upon political expediency" (p. 45). The Morrill Act, 
which provided large land grants to the states in support of agri-
cultural and mechanical education, paved the way for the trans-
formation of the liberal arts college into the modern university, 
with its practical applications-and for the creation of university 
extension. 
The first steps toward establishing university extension at the 
University of Wisconsin were taken in 1885, when the regents es-
tablished the "short course" and the state legislature funded farm-
ers' institutes (Curti & Carstensen, 1949, Vol. 1). As in the early 
English extension movement, these ventures were initiated out-
side the university. The university president and faculty did not 
initially offer support; yet, these efforts to extend education soon 
attracted national attention (Warner, 1888). In this period the tides 
of populism swelled and education offered opportunities for so-
cial betterment. The goal of extending education to the people-
all the people-was a quite radical idea whose time had come. 
Thomas Chamberlain, who assumed the presidency of the 
University in 1887, saw merit-unlike his predecessor-in the ex-
tension movement. Joining Chamberlain in championing exten-
sion were prominent faculty, including Frederick Jackson Turner, 
noted historian and disciple of Herbert Baxter Adams. Turner's 
essay "The Extension Work of the University of Wisconsin" (1893) 
offered a clear, if occasionally exaggerated, description of the vir-
Frederick Jackson Turner, professor of 
history at the University of Wisconsin 
from 1889 to 1910, did pioneer work 
in the extension movement at Wiscon-
sin and in the history of the American 
West. 
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tues of extension: "There is in this machinery a means for exer-
cising a most quickening and elevating influence upon the vil-
lage life of the State, and for carrying irrigating streams of educa-
tion into the arid regions" (p. 315). Extension was, for Turner, a 
way to enlighten the state' citizens "by discovering new truth, 
and rendering it available" (1893, p. 323). 
Turner, one of the University's most popular extension lec-
turers, brought his theory of historical adaptation to the shaping 
of the Wisconsin extension movement (Billington, 1973) and his 
extension teaching helped shape his historical research. Turner's 
thesis on the end of the frontier in the American West was for-
mulated largely while he taught extension courses on the history 
of the Northwest. 
He brought his energy and vision to the organization of ex-
tension at the University of Wisconsin and served for a time as 
one of its foremost spokespersons-before the management of ex-
tension was delegated to administrators. Turner saw that the de-
mands of extension drained faculty resources and might require 
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a special group of instructors, but he feared that this would cre-
ate a second-class corps. Turner's fears were echoed nationally 
by G.H. Palmer (1892). Turner wisely foresaw the need to develop 
"more systematic, organized class-work" (1893, p. 324) and later 
recommended the administrative reorganization of the extension 
unit and the correspondence department. He saw correspondence 
study as a way to serve the state's citizens when regular faculty 
could not regularly travel the state's lecture circuit. 
The success of the farmer's institutes led Chamberlain to sup-
port a series of mechanics institutes and ultimately the develop-
ment of university extension in 1891. The faculty, under Turner's 
leadership in 1890, had laid out a plan for the creation of exten-
sion: participants' fees would cover course costs, and faculty 
would be compensated for their work, which was not to interfere 
with campus duties. Faculty also wished to organize correspon-
dence courses, for which they would receive the entire fee. Cham-
berlain supported this plan to "establish a definite system of a 
comprehensive nature" (Curti & Carstensen, 1949, Vol. 1, p. 723). 
Yet the university provided no funds nor full-time administra-
tors. 
The 1891 University of Wisconsin catalog statement an-
nounced the beginning of the new venture in correspondence 
study: 
By similar action of the Regents and Faculty, the American corre-
spondence system of promoting advanced private study has been 
adopted and will be definitely formulated at the opening of the 
coming year. The correspondence system is inferior to the lecture 
and class system in that it lacks the personal supervision and in-
spiration which are so important factors in the best educations but 
has compensating merit of being adopted to a sparse population 
and to special students who cannot gather themselves into classes 
or audiences to receive lectures and personal instruction. 
The scheme thus adopted is exceptionally comprehensive, embrac-
ing a combination of all leading lines of effort which have proved 
successful in extending to the people a portion of the benefits of 
University education. (cited in Allen and Wedemeyer, 1957, p. 20) 
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The program of extension lectures had no designated admin-
istrative structure. Local communities requested lecturers and the 
University responded. The university administration assumed that 
faculty and academic departments would similarly absorb corre-
spondence study. The administration of the new program would 
fall to the president's office. When Chamberlain resigned in 1891, 
the new president, Charles K. Adams, noted in his first biennial 
report (1892-1894) the burdens that extension work placed on the 
faculty and the need for a "permanent secretaryship of the Uni-
versity extension movement" (cited in Allen and Wedemeyer, 1957, 
p. 22). 
In 1894 Jerome H. Raymond was appointed secretary of Uni-
versity Extension, while serving as a professor of sociology. 
Raymond helped establish a series of correspondence courses, 
which were announced in 1896. Two years later, only 22 people 
had signed up for courses. By the time Raymond departed in 1899, 
faculty enthusiasm had waned, and the correspondence depart-
ment-now under the control of the School of Education-was 
discontinued. 
This early demise of correspondence study at the University 
of Wisconsin paralleled the general ebb in fortunes of the exten-
sion movement nationwide. Herbert Baxter Adams offered sev-
eral reasons for the "fifteen lean years" (Creese, 1941, p. 49) of 
extension following the success of the early 1890s and preceding 
its revival in 1906: the lack of suitable extension lecturers and of 
financial support, the inability of university faculty to carry the 
extra burden of travel and teaching, new demands on campus 
instruction as enrollments increased, and the development of less 
expensive ways to provide popular education. 
Yet the stage for revival had been set. The principles of ex-
tension and of correspondence study were firmly entrenched in 
Wisconsin and across the nation. 
Revival and Reorganization. If William Rainey Harper "invented" 
collegiate correspondence study, its primary and perhaps most cre-
ative elaboration may be credited to two administrators at the 
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University of Wisconsin-William H. Lighty, secretary of corre-
spondence study, and Louis E. Reber, director of University Ex-
tension. These men were supported by the University's president, 
Charles R. Van Hise, who had been an extension lecturer at the 
University of Chicago from 1892 to 1903 while on the Wisconsin 
faculty. Several events paved the way for their hiring. 
The resurgence of correspondence study at the University of 
Wisconsin may ironically have been due in part to Governor Rob-
ert Lafollette's support of legislation that "prohibited promiscu-
ous issuing of free passes for railroad travel" (Allen and 
Wedemeyer, 1957, p. 31). This legislation inadvertently denied 
University lecturers the means to reach their audiences. 
Yet Turner and other faculty argued convincingly for reviv-
ing the lecture-correspondence work of the previous decade, com-
menting that "the University must make itself a positive force in 
the intellectual life of the state" (Rosentreter, 1957, p. 66). 
At the same time, the success of commercial correspondence 
schools in soliciting students in Wisconsin prompted Van Hise to 
ask Charles McCarthy, the influential state legislative reference 
librarian, and John G.D. Mack, a University faculty member, to 
investigate the situation. McCarthy alleged that these proprietary 
schools enticed 35,000 Wisconsin residents to spend $800,000 a 
year on their correspondence courses-money that might better 
be spent, he said, on university correspondence courses (Curti & 
Carstensen, 1949, Vol. 2). 
In 1905 Van Hise requested $250 from the Regents to study 
the problem and present Extension's response (Allen and 
Wedemeyer, 1957). The following year the University Bulletin listed 
two correspondence courses-in elementary mathematics and me-
chanical drawing-and in a parallel announcement in the Uni-
versity catalog asserted the advantages of correspondence instruc-
tion: individual contact with instructors, positive use of one's spare 
time, convenience of working at home-" giving the home a new 
Charles R. Van Hise, president of the 
University of Wisconsin from 1903 to 
1918, was determined to build a uni-
versity that would both rank at the 
forefront of higher education in the 
United States and serve the people of 
Wisconsin. He reactivated and sup-
ported the university's correspondence 
study program. 
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influence and charm" (cited in Allen and Wedemeyer, p. 36)-
and promotion of the virtues of self-reliance and self-determina-
tion. 
In 1906 William Lighty, a St. Louis social worker, was hired 
to head the Correspondence Study Department. After "wheedling 
out of the faculty" (Axford, 1963, p. 58) commitments to teach 
through correspondence, Lighty announced 150 courses that fall. 
In 1907 Louis Reber-who had served as dean of the College of 
Engineering at Pennsylvania State College and was familiar with 
the work of the International Correspondence Schools in Scranton, 
Pennsylvania-assumed the new position of director of the Uni-
versity Extension Division. 
For the next nineteen years these two men worked in tan-
dem to advance the causes of correspondence study, extension, 
and the National University Extension Association. Lighty em-
phasized the development of "cultural" courses, while Reber's pri-
mary interest lay in vocational and professional education. Con-
flict developed between Lighty and Reber over what Lighty per-
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William H. Lighty was the secretary of 
correspondence, and later director of ex-
tension teaching, at the University of 
Wisconsin from 1906 to 1937. Lighty 
helped build one of the nation's larg-
est, most successful correspondence 
study programs. 
ceived as Reber's "commercial" approach to correspondence study. 
Lincoln Steffens wrote of Reber, "He won away from his com-
petitors, the private correspondence schools, their experienced 
agents. These came willingly, bringing their methods and students 
with them" (cited in Axford, 1963, p. 63). The two men clashed 
also on issues of standards but cooperated to create what was 
perhaps the most comprehensive university-based correspondence 
study program in the nation. 
By 1908, there were 1,040 correspondence study registrations 
in courses offered by 35 departments at the University of Wis-
consin (Axford, 1963). These figures are somewhat misleading, 
however, because it was Wisconsin's practice-as well as that of 
other institutions-to classify all off-campus extension enrollments 
as correspondence study students, even though some students ac-
tually participated in other kinds of classes. 
Between 1906 and 1916 the Correspondence Study Depart-
ment registered 24,555 students, including a growing number of 
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participants from industry. As new inventions and technological 
change demanded retraining of adults, Lighty saw the University 
"as having a dual role-that of helping the individual adjust to 
new change, and that of bringing about technological and cul-
tural change" (Axford, 1963, p. 63). 
By the second decade of the twentieth century, the Univer-
sity of Wisconsin was firmly entrenched as the nation's leader in 
extension and correspondence study. Although national luminar-
ies such as Theodore Roosevelt exalted Wisconsin's exemplary ser-
vice to the state, the state's politicians and other citizens still found 
much to criticize when University faculty ventured beyond the 
pale of campus instruction into research, extension, and public 
service (Curti & Carstensen, 1949, Vol. 2). 
Despite the questioning of its role, the Wisconsin Correspon-
dence Study Department continued to expand. By creating a sepa-
rate instructional staff for vocational correspondence courses, 
Reber enhanced the department's options while preserving Uni-
versity departments' shared power over choice of instructors for 
Louis E. Reber served as director, and 
later dean, of the University of Wiscon-
sin Extension Division from 1907 to 
1926. He was responsible for broaden-
ing the scope of university extension 
and creating an innovative vocational-
training correspondence study program. 
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academic courses. Nearly half of the 1,200 enrollments in 1908 
were in vocational courses (Curti & Carstensen, 1949, Vol. 2). 
In addition to selecting instructors sensitive to students' vary-
ing backgrounds· and levels of ability, Reber felt that many of the 
correspondence study subjects required special texts. These were 
to be written by experts in the field and revised by experienced 
teachers. From 1912 to 1919, the Correspondence Study Depart-
ment published 32 texts with two different publishers. More than 
288,604 copies of these texts were sold, bringing substantial roy-
alties to the Department and authors. These texts broadened the 
audience for Wisconsin course materials and led to a tremendous 
increase in enrollments.· For 1920 the enrollments in vocational 
courses totaled 33;659; for academic subjects 14,989 (Allen and 
Wedemeyer, 1957; Rosentreter, 1957). 
The University of Wisconsin Correspondence Study Depart-
ment had clearly established its presence. Its position was rela-
tively secure in a university and state imbued with the idea of 
service to the people, in marked contrast to the University of Chi-
cago with its emphasis on research, experimentation, and resi-
dent teaching. Additionally, the University of Wisconsin correspon-
dence study program had achieved a diversity and balance be-
tween liberal arts and vocational subjects, while Chicago offered 
only traditional academic courses by correspondence (Gerrity, 
1976). 
The University of Kansas 
Following the lead of Chicago and Wisconsin, Oregon began 
correspondence instruction in 1907; Kansas, Texas, Nebraska, and 
Minnesota followed in 1909. The early experience of the Univer-
sity of Kansas was perhaps typical of the other institutions. 
During the 1890s the University of Kansas had tried, but 
failed, to establish an extension service. Despite the attempts of 
outstanding faculty such as Frank Blackmar to offer lecture study 
programs across the state, the Board of Regents, complaining that 
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the faculty was "overpaid and underworked" (Griffith, 1974, p. 
246), enforced severe restrictions that virtually confined Univer-
sity faculty to the Lawrence campus. The widespread economic 
depression and doubling of student body size, as well as the 
public's declining interest in "nonvocational," impractical courses, 
also contributed to a reduced interest in extension courses (Griffith, 
1974). When the restrictions on teaching and shortage of commit-
ted faculty members hampered the growth of the lecture-study 
program, correspondence courses were initiated. 
Kansas, like other universities, was heavily influenced by the 
Wisconsin approach to correspondence study. The University of 
Wisconsin loaned the University of Kansas course assignments, 
which were used as models in some cases and, in others, were 
adopted without change (Stockton, 1951). 
Administrators and faculty who organized the Kansas pro-
gram believed that the courses would appeal to several types of 
people: 
1. students preparing for college work; 
2. students needing high school completion as the prereq-
uisite to careers; 
3. college students whose resident study had been inter-
rupted; 
4. teachers in public schools; 
5. professional and business men; 
6. farmers, artisans, and shop workers; 
7. club women; and 
8. anyone anxious to keep intellectually alert (Stockton, 
1951). 
In the 1909 Bulletin 22 academic departments listed 87 courses. 
Enrollments in the University of Kansas correspondence study pro-
gram expanded from 57 students in the first year of the program 
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to more than 1,000 by 1916-1917 and to 2,000 five years later 
(Griffith, 1974). 
Two of every three enrollments were for university credit; 
most of the remainder were for high school completion. Compe-
tition from proprietary schools may have kept noncredit enroll-
ments at an insignificant level. Enrollment statistics indicate that 
most students used the Kansas correspondence courses to meet 
undergraduate general education requirements. The most popu-
lar courses were in English, education, economics, romance lan-
guage and mathematics. The rise in enrollments in education 
courses following World War I reflected strong pressures to up-
grade teacher training (Wilson, 1985). Unlike Wisconsin, where 
some faculty were assigned solely to correspondence work, the 
University of Kansas faculty received no additional compensa-
tion for their correspondence instruction. Thus, the Correspon-
dence Study Department was forced to hire part-time instructors. 
One newspaper reporter observed that the one thing holding cor-
respondence study back was "the inadequate financial provision 
made by the legislature" (cited in Wilson, 1985, p. 29). Although 
Minnesota appropriated $80,000 in 1910 for university extension 
for a two-year period and the Wisconsin legislature voted $300,000 
for extension, the University of Kansas in the same period re-
ceived no separate appropriation for the extension department, 
forcing it to draw from the University's general fund. 
Clearly Kansas was not Wisconsin. Although the "Wisconsin 
Idea" of service to the state had prompted a Kansas delegation-
which included the governor, chancellor, and prominent journal-
ist William Allen White-to visit Madison, primarily to observe 
the Wisconsin extension operation, Kansans were "less enthusias-
tic about their university than Wisconsinites, and they gave it less 
money" (Griffith, 1974, p. 256). By 1912, hope that the University 
of Kansas would become the Wisconsin of the Southwest had van-
ished. Confusion about the proper role of the University in af-
fairs of the state and about the place of extension in the Univer-
sity structure, new emphasis on educational efficiency (Callahan, 
1962), and concern over duplication of programs led to both in-
ternal and external criticism of University of Kansas extension ac-
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tivities. Chancellor Frank Strong voiced a new caution: "to push 
this work too far, to extend its lines too greatly, brings powerful 
and destructive opposition. An institution must, therefore, be as 
wise as possible and do its duty as frankly and conservatively as 
possible" (cited in Griffith, 1974, p. 262). 
Another new service to the state began, however, at this 
time-one that would survive, prosper, and transform extension 
work across the nation: the preparation of individuals to enter 
the various professions. At the same time correspondence study 
educators began to achieve a professional identity. 
Correspondence Study Achieves 
an Identity of Its Own 
With the spectacular growth in enrollments in some corre-
spondence study programs and the firm entrenchment of exten-
sion in state university systems, correspondence educators began 
to carve a pedagogical niche for themselves and to create a pro-
fessional home. The broadening program focus, search for uni-
versal guidelines, and recognition of the need to train correspon-
dence administrators led to the creation of a professional organi-
zation, the National University Extension Association Association 
(NUEA), that would serve as a forum for program administra-
tors to discuss common issues (Eklund, 1976). 
The creation of the NUEA was also, in part, a response to 
the tarnished image of the proprietary schools and diploma mills 
(Gerrity, 1976). It was a significant step in the search for respect-
ability. 
At the first meeting of the NUEA in Madison in 1915, Van 
Hise gave the keynote address, emphasizing the importance of 
the correspondence method in "work of college grade" and the 
vast opportunities for vocational instruction (Van Hise, 1916). 
Reber and Lighty also played central roles in developing the pro-
gram. In a report prepared for the federal government at the same 
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time, Reber (1914) noted that 28 institutions had organized uni-
versity extension activities (by 1919 this number would grow to 
73 and by 1929 to 149 [Klein, 1920; Bittner & Mallory, 1933]). By 
1913 most of these institutions had established extension depart-
ments. Twenty-two of the 28 institutions with extension units were 
represented at the Madison meeting. 
Universal issues including course completion problems, pro-
gram promotion tactics, university policies regarding acceptance 
of credit for correspondence courses, credit transferral, and stan-
dards of quality occupied correspondence educators at these early 
NUEA meetings. Underlying all of these concerns was the larger 
issue of how to achieve and preserve the legitimacy and respect-
ability of their programs. 
In a presentation at the second NUEA national conference, 
Mallory (1916) gingerly addressed the promotion issue: "the inch 
announcement that 'in connection with resident work the Uni-
versity of Chicago offers also instruction by correspondence' which 
appears now and then in a few periodicals can only by courtesy 
be called promotion" (p. 43). Although Mary Orvis of Indiana 
University's Extension Division also recognized the dilemma of 
the extension educator regarding course promotion, she took is-
sue with the insipid advertising of many correspondence study 
programs. In a U.S. government publication The Application of Com-
mercial Advertising Methods to University Extension (1919), she com-
mented, "the extension division director is between two fires in 
the matter of publicity and advertising. The general public criti-
cizes him for not advertising his courses more widely, and the 
faculty criticizes him for alleged offenses against their ideas of 
academic dignity" (p. 7). She advocated drawing on the "scien-
tific knowledge" gathered by psychology and commerce profes-
sors and on journalists' training to reach the public more effec-
tively. She also recommended making university catalogs, de-
scribed as a "forbidding academic mystery" (Hall-Quest, 1926, p. 
272), more accessible, and suggested using assertive language and 
appealing layout to create sophisticated advertising campaigns. 
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Some advertising, such as that of Columbia University, which 
was engineered by a newsman, aroused the ire of ivory-tower 
academics such as Thorstein Veblen (1918) and Abraham Flexner 
(1968). Flexner noted that Columbia's Home Study Department 
offered "instruction of university grade" to all comers-"a thing 
which the University itself on the campus does not attempt" (p. 
138). He objected to the "feverish atmosphere of a university 
which draws no distinctions, sets up no criteria, and engages in 
every miscellaneous activity" (p. 144). Flexner's criticisms, which 
were made in 1930, may have influenced the University of Chi-
cago faculty survey (1933) that sounded an early warning of the 
demise of that university's correspondence study program. The 
survey's report commented that the position of the University of 
Chicago had changed from that of a "leader and a breaker of 
new educational ground" to "being merely one of a large num-
ber of institutions conducting correspondence study" (p. 17). The 
survey findings suggested that correspondence study should be 
justified on an experimental basis, generating innovations and re-
search data leading to improvements in teaching methodology 
(Gerrity, 1976), rather than providing "hack-work" that supported 
faculty supplemental income. 
In an effort to enhance their respectability, correspondence 
practitioners assiduously drew distinctions between their programs 
and those of proprietary schools, while establishing standards for 
their emerging profession. At the University of Wisconsin, Louis 
Reber attempted to counter a high dropout rate by adding a new 
dimension to the Correspondence Study Department's utilitarian 
courses. He provided itinerant instructors who would meet classes 
of correspondence students at intervals. In one Milwaukee indus-
trial education program, manufacturers provided classroom space, 
gave employees release time to attend classes, and in some cases 
paid enrollment fees (Curti & Carstensen, 1949, Vol. 2). 
In another innovative, exemplary program, Johns Hopkins 
University trained professionals in several health-care fields, at 
the request of the American Medical Association, in the use of 
vital statistics (Bittner & Mallory, 1933). 
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Model programs such as these brought support from the busi-
ness community, as well as significant revenues, and justified the 
courses in terms of "money value." And unlike their university-
level counterparts, these utilitarian noncredit courses were not be-
deviled by the issue of credit. 
Although correspondence credit courses typically covered the 
same material as resident courses, most institutions allowed only 
a portion of the course work toward a degree to be taken by cor-
respondence-typically, no more than 50%. As Gerrity (1976) com-
mented, the principle of the minimum residency requirement has 
led to "philosophical and practical problems" for nonresident stu-
dents of higher education since the dawn of correspondence in-
struction in the United States. "The question of how much credit 
(if any) to grant within an institution for correspondence study 
and the question of credit by outside institutions or professional 
societies have been thorny and persistent. These questions ulti-
mately strike at the very integrity of the .correspondence instruc-
tion concept" (p. 63). 
Recommendations of the NUEA Committee on Standardiza-
tion (1924), which resulted from a comprehensive survey of ex-
tension credit courses offered by American universities, were de-
signed to underscore the integral mission of correspondence in-
struction in university programs. Course content was to be equiva-
lent to that of resident courses, only students who could "pursue 
the course with profit" (NUEA Committee on Standardization, 
1924, p. 64) were to be admitted, instructors were to be members 
of regular university faculties, and students who successfully com-
pleted extension courses should receive the same amount of credit 
as resident students. 
The inclination of institutions to limit the number of corre-
spondence credits that might be applied toward a degree varied-
typically from a high of 50% to a low of 25% of total credits. Two 
tendencies were reflected: a determination of resident academi-
cians to "tighten standards" by restricting acceptance of corre-
spondence credits and a determination of extension administra-
tors and instructors to force students' higher performance stan-
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<lards "in order to erect a barrier of high quality against the threats 
of further limitations" (Bittner & Mallory, 1933, p. 116). 
Although these issues of standards and credit continued to 
.be of central concern in the formative years of correspondence 
study, early NUEA members had advanced far beyond the Illi-
nois Wesleyan faculty of the 1870s, who viewed this instruction 
as an occasional supplement to campus instruction. 
The Advent of Instructional Technology 
Visual instruction, including lantern slides and motion pic-
tures was added to the repertory of many extension units in the 
period 1910-1920, but the most promising new technology for cor-
respondence instruction appeared to be instructional radio. In the 
years between the world wars, the federal government granted 
radio broadcasting licenses to 202 colleges, universities, propri-
etary schools, and school boards (Pittman, 1986). During this pe-
riod 13 institutions offered instructional radio courses, making for-
mal educational experiences available to nonresident, enrolled stu-
dents. 
The size of the American radio audience was estimated at 
more than thirty million by the 1930s, causing some educators to 
believe that radio would "radically transform American higher 
education (Pittman, 1986). The University of Iowa's 1927 request 
to the Federal Radio Commission for greater authorized power 
stated: 
This is no place to indulge in idle fancies but it is no imaginary 
dream to picture the school of tomorrow as an entirely different 
institution from that of today, because of the use of radio in teach-
ing. (cited in Pittman, 1986, p. 40) 
Yet, despite the great hopes for instructional radio, by 1940 
there was only one college-level credit course offered by radio-
and that failed to attract any enrollments (Atkinson, 1941). 
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The experience of the University of Iowa in this period illus-
trates both the promise and the pitfalls of early instructional ra-
dio, and to some extent, presages current problems in instruc-
tional technology as it is used in distance education. Iowa had 
begun campus broadcasting activities in 1911, before radio sta-
tions were licensed. In his dedication address for the opening 
broadcast of the federally licensed station WHAA (later WSUI) in 
1925, President Walter A. Jessup gloried in the improvements 
brought by this technological revolution, striking a cord in listen-
ers who had witnessed the "entire period of the transition from 
the pony express to that of the aerial mail service; who have 
watched the transition from the courier ... to the telephone and 
now, the radio" (cited in Pittman, 1986, p. 46). 
The University Extension Division controlled the station, 
which was managed by Carl Menzer, an alumnus of Iowa and 
owner of a small radio station (Atkinson, 1941). For spring se-
mester 1925 the Bureau of Correspondence Study announced five 
radio courses in commerce, sociology, education, English, and po-
litical science. These courses were advertised by direct mail, an-
nouncement cards distributed on campus, and posters (Pittman, 
1986). Eighty students enrolled, 64 of whom completed the courses 
and received credit. 
Although this experiment was pronounced a success, prob-
lems immediately abounded. Conflicting demands for the assigned 
frequency had caused changes in scheduling; increased paperwork 
in administering these courses made attending to traditional 
courses difficult. Jessup received complaints about the station's 
"boring, lackluster programming" (Pittman, 1986, p. 41), and ex-
penses mounted. Although seven courses were announced for fall 
1925 and 87 students enrolled, enthusiasm for the University of 
Iowa radio courses had peaked. In 1927, only 14 students enrolled 
in two courses-and none in a third. No courses were offered in 
1928. 
What accounts for this failure of early instructional radio at 
the University of Iowa? Helen Williams, director of the Bureau of 
Correspondence Study, later suggested several reasons: 
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Carl Menzer, director and announcer for University of Iowa radio station 
WHAA (later WSW). In the early years of educational radio, its supporters 
insisted that this invention would revolutionize instruction. 
As time went on and neighboring stations increased their power, it 
became difficult for any but those in this section of the state to 
"get" our station. Then, too, the novelty had worn off, and the in-
structors objected to the extra work for so little pay. (cited in 
Atkinson, 1941, p. 63) 
During this period commercial competition, including Iowa 
entrepreneurs, seized the air waves to tout their products. For 
example, Shenandoah nurserymen Earl May and Henry Field, who 
each had his own station, mixed news, music, and religious ser-
vices with talks about agriculture and horticulture (Stern & Stern, 
1991). On clear nights they jacked up the power far beyond their 
assigned 500-watt limit and bounced "their signals around the 
globe." They would "pour on the kilowatts and really tear a hole 
in the Midwest" (cited in Stern & Stern, 1991, p. 81). The Univer-
sity of Iowa couldn't compete with such tactics. 
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By 1931 WSUI had a range of only 100 miles, had changed 
its frequency and broadcast power six times, and shared schedul-
ing time with three other stations. As Pittman (1986) commented, 
this confusion benefited neither students nor prospective students. 
On a national level, the NUEA adopted a resolution in 1931 at-
tributing the unsatisfactory situation of radio education to the 
"persistent efforts of commercial interests to dominate and con-
trol" broadcasting (cited in McMahon, 1976, p. 14). Pittman (1986) 
attributed this failure of the Iowa radio courses to a lack of plan-
ning, of needs assessment, and of faculty and audience identifi-
cation. 
Early attempts at offering college credit via radio were, how-
ever, an important precedent in the development of educational 
television at midcentury. The radio programs were a "helpful 
supplement" to correspondence courses; they lent a personal touch 
to the instruction; and they built up an "extended consciousness" 
of the university's educational function (Atkinson, 1941, pp. 73-
74). Distance educators who must regularly assess the merits of 
new media today can learn several lessons from the experiences 
of early instructional radio, including a wariness of media hype 
and of public antipathy toward instructional programming. 
Depression and War 
I 
By 1933, according to Bittner & Mallory, the "principles and 
methods of tuition by mail [had] been accepted widely" (p. 28). 
Packing companies, railroads, the American Banking Association, 
labor unions, the United States Army and Navy, and state and 
national welfare associations recognized the merits of correspon-
dence instruction. 
Some of the most interesting experiments in correspondence 
education in the 1930s were responses to the economic conditions 
of the Great Depression. Many high school graduates who could 
not afford to do resident work at a university were able to earn 
college credits through modified correspondence study. Such pro-
grams were typically funded by local school districts, the Works 
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Progress Administration (WPA), or the Civilian Conservation 
Corps (CCC). When enrollments, state funding, and revenues de-
clined severely, the infusion of federal money and support of lo-
cal school districts enabled correspondence study programs to sur-
vive, gain credibility, and offer innovative programs. The hard 
times of the 1930s offered correspondence educators the chance 
to earn legitimacy and respectability; many seized the opportu-
nity and redoubled their efforts. 
At the University of Kansas, for example, a new extension 
unit, Emergency Extension Classes, was organized in 1933 to of-
fer freshman and sophomore courses, using correspondence study 
material, under the direction of local instructors and financed by 
local school systems (Stockton, 1963). Correspondence courses 
were also offered in CCC camps in 1935-1937 and to WPA clients 
in 1937-41. The success of similar programs across the nation con-
tributed to the expanded interest in establishing state systems of 
junior colleges (Rosentreter, 1957). 
The University of Nebraska established supervised correspon-
dence study in 1930, primarily to supplement the limited curricula 
of rural Nebraska high schools. Knute 0. Broady, director of the 
Nebraska's correspondence study program, described supervised 
correspondence study as "standing halfway" between traditional 
correspondence instruction and "individualized instruction carried 
'On by the regular instructor" (cited in McMahon, 1976, p. 14). 
NUEA delegates intensely debated the wisdom of offering corre-
spondence courses below the university level, although a 1933 
national conference resolution "expressed interest" in the Nebraska 
program. 
Although correspondence educators responded imaginatively 
to the crises of the Depression, their funding levels decreased dras-
tically-some as much as 40% (Willey, 1937; Wilson, 1985)-and 
extension activities were curtailed even more than academic de-
partments. Instructors who had earlier been compensated for their 
correspondence instruction were now expected to assume these 
duties for no additional pay. During this period many extension 
units were forced to become more self-supporting as state fund-
ing shriveled. 
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Flexibility characterized the response of correspondence study 
programs to wartime conditions, as well as to economic depres-
sion. Although William Lighty' s attempts at organizing an inte-
grated study program for army camps in World War I had met 
first with hesitancy and then opposition (Rosentreter, 1957), the 
Wisconsin legislature now authorized and financed correspon-
dence courses for military personnel, as the United States pre-
pared for escalating prospects of war in the pre-Pearl Harbor pe-
riod. 
In May 1941, Lieutenant Colonel William R. Young, the su-
pervisor of correspondence instruction at Penn State, was granted 
a leave of absence from Penn State when he was recalled to ac-
tive duty, becoming the Army's first education officer in World 
War II. In Washington, Colonel Young conducted a staff study of 
the Army's educational program and drafted recommendations 
that led to .the establishment of the Army Institute at Madison, 
Wisconsin on March 27, 1942 (Penn State Archives, The William 
Young Collection). Later, this program was expanded to include 
all branches of the military and was renamed the United States 
Armed Forces Institute (USAFI). William Young served as USAFI's 
first commandant before leaving for Australia in 1944 to establish 
the Pacific branch of the nascent military correspondence educa-
tion program under the command of General Douglas MacArthur. 
For his work in the Pacific, MacArthur awarded Young the Le-
gion of Merit (Penn State Archives, The William Young Collec-
tion).2 
From 1942 until it closed in 1974, USAFI enrolled more than 
seven million servicemen and -women in thousands of high school 
courses. The program recorded 261,222 enrollments at the uni-
versity level (Sheats & Smith, 1967). Familiarly known as "Fox-
hole University," USAFI was the largest adult education program 
in the world during the 1950s (Penn State Archives, The William 
Young collection). At the height of the program, Madison, which 
served as its administrative home, had approximately 120,00 stu-
21 am grateful to Stephen J. Wright for providing this material on the United 
States Armed Forces Institute. 
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dents with 350,000 enrollments (Rose, 1985). Throughout its 32-
year existence, USAFI was closely associated with the University 
of Wisconsin, Extension correspondence study program. Charles 
Wedemeyer realized the opportunity afforded the university's pro-
gram by the concentration, in Madison, of a large number of dedi-
cated and experienced correspondence study specialists in many 
academic fields. The Wisconsin and USAFI programs had a mu-
tually beneficial symbiotic relationship. The staffs of the two pro-
grams were bound together in a quid pro quo affecting the mu-
tual success and survival of the programs. Ripley Sims, head of 
the USAFI Instructional Division, was an active member of the 
strong group of correspondence study leaders emerging in NUEA 
during the 1950s (C. A. Wedemeyer, letter to Borje Holmberg, June 
25, 1984). . 
Challenged by the enormous project taking form, Wedemeyer 
began to search for answers to questions never before asked about 
the nature of correspondence study-questions for example, about 
instructional characteristics, learner characteristics, and student 
needs. From the pursuit of answers to these questions emerged 
needed research initiatives such as Gayle Childs' (1949) disserta-
tion studying the effectiveness and reliability of correspondence 
study as an educational method. From these modest beginnings, 
a body of information began to accumulate that helped students 
and faculty improve the quality and effectiveness of correspon-
dence study programs across the nation (C. A. Wedemeyer, letter 
to Borje Holmberg, June 25, 1984). 
Even though USAFI could not grant credit for its courses, it 
could recommend that credit be awarded. This frequently proved 
difficult for students when they discovered that to earn credit, 
they must pass a comprehensive test covering the course mate-
rial (R. Sims, personal communication to Sylvia Rose, August 
1983). Because of this and other logistical problems, course comple-
tion rates were very low, dropping to 14 % in the last years of the 
program (F. Johnson, personal communication to Sylvia Rose, May 
1983). Despite such problems, USAFI enjoyed many successes and 
played a pivotal role in the resurgence of university independent 
study throughout the 1950s. 
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In response to wartime needs, extension programs also pro-
vided a variety of technical and mechanical training opportuni-
ties, as well as short courses and refresher courses. In addition, 
they offered radio programs and public forums on war-related 
subjects. The contributions of extension and higher education in 
general were instrumental in creating the GI Bill of Rights in 1944 
and the influential report of President Truman's Commission on 
Higher Education in 1947, which expanded the horizons of higher 
education in the United States. 
The Great Depression and World War II meant great chal-
lenges and changes for correspondence study programs across the 
nation. These were only a prelude for what lay ahead. The post-
war years would be filled with striving, idealism, readjustment-
and more challenges. Although correspondence study had-like 
the rest of higher education-experienced economic difficulties 
during the Depression and chaotic programming in World War 
II, it emerged from these periods of abnormality not weakened in 
spirit, but stronger than ever. Practitioners in this field were ready 
to experiment with new programs and technologies that prom-
ised to improve instruction and to grapple with new circum-
stances. 
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University Indeperident Study 
in the Modern Era 
Stephen J. Wright 
The Post-war Years, 1945-1960 
The post-World War II evolution of university correspondence 
study is reflected in its activities within the the National Univer-
sity Education Association. During the late 1940s and the 1950s, a 
new generation of university correspondence study administra-
tors and academics emerged who revitalized and advanced the 
place of correspondence study within higher education as Lighty, 
Reber, Bittner, and Mallory had done the generation before. After 
a period of decline during the 1930s and early 1940s when corre-
spondence study lost its leadership position within both univer-
sity extension units and the NUEA, these enlightened leaders be-
gan rebuilding the status of learning through the correspondence 
study method. Included in this group were Charles Wedemeyer 
of the University of Wisconsin, Extension; Gayle Childs and Knute 
Broady of the University of Nebraska; Alice Rowbotham at the 
University of California, Berkeley; John Davies of the State Uni-
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versity of Iowa; Neil Garvey from the University of Illinois; Wil-
liam Young of the Pennsylvania State College; Mary Lou 
McPartlin, Loyola University, Chicago; Ripley Sims of USAFI; 
Vassar Bishop of the University of Mississippi; Leonard Stein of 
the University of Chicago; Lloyd Hansen from Minnesota; Norinne 
Tempest from the University of Utah; and Elizabeth Powell of 
the University of Georgia (NUEA, 1952-1955). 
A number of significant events in university correspondence 
study occurred during the fifteen years after the war that formed 
the foundation for the renaissance which raised the movement to 
new heights in the 1960s and early 1970s. The highlights of this 
period include the rebuilding of programs, the convening of the 
second International Conference on Correspondence Education 
(ICCE) hosted by the University of Nebraska in October 1948 and 
the fourth International Conference at Penn State in August 1953; 
the development of a correspondence study newsletter beginning 
NUEA Correspondence Study Division Administrative and Planning Committee 
meeting at the State University of Iowa, September 13-16, 1959. Left to right: 
Oscar Spencer; Charles Wedemeyer; Donald McCoy; Sylvia Carter; Arthur 
Krival, seated; Leonard Stein; John Davies, chair; Neil Garvey; Lloyd Hansen; 
Elizabeth Powell; Norinne Tempest; Gayle Childs. 
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in the early 1950s; the creation of the Correspondence Study Di-
vision of NUEA in 1955; and the active exploration by correspon-
dence study leaders of the use of television as a technology to 
support, supplement, and enhance the correspondence study 
method. 
The state of the field in the immediate post-war years was 
precarious. Gayle Childs (1973) observed that correspondence 
study "was the nontraditional form of instruction throughout the 
first half of the twentieth century. It was new, it was innovative. 
It was at the frontier .... It was the Open University, the Univer-
sity Without Walls, the Empire State College of its day" (p. 3). 
And, as is typical of novel or revolutionary concepts, correspon-
dence study in the 1940s and early 1950s struggled to gain accep-
tance. Only a few outspoken practitioners at a handful of institu-
tions served as advocates for the methodology. Resources were 
meager, staffs were small and usually lacking in academic cred-
ibility. Despite the efforts of leaders in the field decades earlier, 
correspondence study was still seen as suspect by academics. In 
the public mind, the exploitation of the methodology by the com-
mercial correspondence schools transferred to the university-based 
programs. With few exceptions, deans and directors of extension 
were not comfortable with the "offbeat" process of correspondence 
study (Childs, 1973). 
In the late 1940s many correspondence study programs were 
led by personnel who bore the title "Correspondence Study Sec-
retary." Extension deans and faculty believed that correspondence 
study programs could be administered by clerical personnel 
(Childs, 1973). Elizabeth "Betsy" Powell, director of the Univer-
sity of Georgia's correspondence study program from 1947 to 1979, 
described the dismal state of the profession in her early years at 
Georgia: Most people who entered the field after the war were 
secretaries who were promoted into positions as the head of cor-
respondence study. Courses lacked packaging and structure. Stu-
dents were sent individual lessons in an envelope and received 
additional lessons only when they completed the initial ones sent 
to them. The concept of a structured course or study guide did 
not exist. Powell believed that the policies and procedures at Geor-
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gia were similar to those at other university correspondence study 
programs. She cited John Davies, head of the correspondence 
study program at Iowa, as experiencing similar problems of low 
status, morale, and financial support (Pittman, 1991; Powell, 1987). 
When Alice Rowbotham assumed control of the University of Cali-
fornia, Extension correspondence study program in 1942, she 
found a staff of five clerical employees running the program. The 
half-time chairman who had died a number of years before had 
not been replaced. Rowbotham, who lacked an academic degree, 
carried the title "Specialist in Correspondence Study" 
(Rowbotham, 1988). Plainly, the correspondence study program 
at Berkeley was at low ebb in 1942. Its low status, like that of 
Powell's Georgia program, was the norm during these years. 
The status of university correspondence study had fallen from 
its previous position as the cornerstone on which university ex-
tension units had been built early in the century. According to 
Childs, the average level of education and experience required 
for administrators in Conferences and Institutes was higher than 
for comparable positions in Correspondence Study. Salary levels 
were always higher for extension directors in areas other than 
correspondence study (Childs, 1973). This lack of administrative 
commitment to correspondence study as a viable educational 
methodology is in part related to the dominant role of women in 
the field. As Powell noted, when extension directors promoted 
their secretaries to directors of correspondence study, women got 
a leg up in the business. Likewise, most correspondence study 
faculty at this time were women and all of the women in NUEA 
were in the correspondence study area (Pittman, 1991). This was 
an era when few opportunities existed for women in the profes-
sional staff and faculty ranks at most major U.S. universities. Be-
cause correspondence study was not seen as important, many 
women were provided with leadership opportunities that did not 
exist elsewhere in higher education at this time. The typical cor-
respondence study "shop" in the immediate post-war years was 
staffed primarily by clerical personnel, with poorly paid profes-
sional staff lacking the accepted academic credentials. Course 
study guides were typically not standardized. Little research ex-
isted to support the apparent and perceived strengths of the meth-
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odology, and there was little or no sense of professionalism 
(Childs, 1973). Today's programs trace their heritage to this in-
auspicious base. 
Correspondence instruction received a major boost in the 
United States when the University of Nebraska hosted the sec-
ond International Conference on Correspondence Education 
(ICCE) in October 1948. Conference participants included the lead-
ing members of the American correspondence study movement 
of the time-Knute Broady, Gayle Childs, and Fred Wilhelms of 
Nebraska; J.S. Noffsinger of the National Home Study Council; T. 
W. Thordarson of North Dakota; Neil Garvey of Illinois; Rex 
Haight of Montana; William Young of Penn State; and Earl Platt 
of Missouri (ICCE Proceeding, 1949). More than 115 representa-
tives attended from Canada, Norway, New Zealand, the Philip-
pines, and the United States. Of the 100 U.S. delegates, 56 were 
women, providing another indication of the major role played by 
women in the movement (ICCE Proceedings, 1949). Panels and 
presentations addressed topics on "The Instructional Staff of the 
Correspondence School," "Armed Services Courses: Their Impli-
cations for Adult Education," "Supervised Correspondence Study 
in Nebraska," Correspondence Instruction and its Relationship to 
Over-all Curriculum Planning," and Guidance in Relationship to 
Correspondence Instruction" (ICCE Proceedings, 1949). The con-
ference, dominated by delegates from U.S. institutions, achieved 
at least two major objectives: it revitalized the nascent interna-
tional correspondence education movement, and it established U.S. 
correspondence educators as the leaders of this movement. The 
fourth ICCE meeting hosted by William Young at Penn State in 
August 1953 addressed topics on the preparation of correspon-
dence study course materials, methods of instruction, labor and 
trade education, and correspondence study administration. These 
two conferences advanced the status and reputation of correspon-
dence education within U.S. universities. 
By 1957 when the ICCE convened its fifth conference in Banff, 
Alberta, Canada, delegates from five nations were in attendance, 
with individuals from universities, secondary schools, primary 
schools, proprietary and governmental institutions reflecting a 
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growing interest in research in correspondence study. Of the 26 
delegates from U.S. university correspondence study programs, 
16 were women (NUEA, 1957, July). Drawing on themes intro-
duced at the Penn State ICCE conference, focus was placed on 
defining terms in the field, developing systematic procedures for 
the production of correspondence study materials, encouraging 
comparative studies of the success of the method, and sharing 
information and experience throughout the world. Participants rec-
ognized correspondence study as a field with a unique mission 
(Wedemeyer, 1984). 
The investigative spirit of the leaders of the Correspondence 
Study Committee (CSC) of the NUEA in the early 1950s began to 
initiate momentum. On May 21, 1952, the NUEA Correspondence 
Study Committee, chaired by Neil F. Garvey of the University of 
Illinois, published the first newsletter devoted to correspondence 
study activities within the national association (NUEA, 1952). En-
titled simply Correspondence Study, the initial issue offered articles 
on the recent NUEA national conference program, developments 
in the field of correspondence education, status reports from the 
directors of individual correspondence study programs, and up-
dates on the issues of the day affecting the field such as the legis-
lation regarding the use of veterans' benefits by Korean war vet-
erans to pay for correspondence courses (NUEA, 1952, 1953). 
A 1954 edition of the newsletter reveals a topic of prime con-
cern. In a report by the subcommittee on relations between the 
NUEA and proprietary schools, Chairman William Young of Penn 
State recommended that the CSC of NUEA not meet with the 
National Home Study Council (NHSC) to discuss common prob-
lems. The CSC was concerned that official recognition of the 
NHSC, resulting from an agreement to meet with them, might 
imply accreditation status for that organization. Young's recom-
mendation was accepted and the committee disbanded with the 
understanding that no further association with the proprietary 
schools would be considered at that time (NUEA, 1954). 
The place of correspondence study within the NUEA in the 
early 1950s is reflected in a statement attributed to the 1952-53 
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NUEA president, J.W. Brouillette: "It is my belief that the Corre-
spondence Study Committee is one of the strongest committees 
of the Association" (NUEA, 1952, October, p. 1). The Correspon-
dence Study Committee voted to rotate the responsibility for pub-
lishing the newsletter among member institutions annually with 
the University of Kansas assuming responsibility for the first year, 
1952-53 (NUEA, 1952). 
At its 1955 national conference at Penn State, NUEA created 
new divisions to facilitate professional development with the vari-
ous units of the association. Correspondence study attained divi-
sional status, recognizing its high professional standing within the 
association (NUEA, 1955). 
This acceptance was accelerated through the efforts of the 
newly formed division to explore the application of television tech-
nology to correspondence study. In 1956 the division conducted a 
comprehensive survey of the use of television to support corre-
spondence instruction. The survey report called for research to 
measure the effectiveness of television as an educational tool. 
Charles Wedemeyer and Gayle Childs, along with other division 
leaders, believed that instructional television (ITV) met the essen-
tial professional requirements for a normal teaching-learning ex-
perience when correspondence study was added to television in-
struction to provide feedback to students (NUEA, 1957, July). With 
a $365,000 Ford Foundation grant, Childs initiated a project in 
1956 to study applications of TV instruction in combination with 
correspondence study. From this study, Childs concluded "tele-
vised instruction is not a method. Television is an instrument by 
means of which instruction can be transmitted from one place to 
another" (Almeda, 1988, p. 73). Childs also found no appreciable 
difference in the level of achievement of students taught in regu-
lar classrooms by means of television, or by a combination of cor-
respondence study and television (Almeda, 1988). 
In the mid-1950s, 17 NUEA correspondence study depart-
ments used television in their instructional programs. A premise 
behind the use of television was that traditional correspondence 
study methodology would provide feedback to students. Instruc-
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tion by television at this time was growing in traditional resident 
instruction environments using both open and closed circuit TV 
and the projection of kinescopes (NUEA, 1957, July). In 1956, the 
University of Wisconsin published a catalog in which it listed 85 
kinescopes available for rental. Most of these had been specially 
prepared for use in correspondence study television courses 
(NUEA, 1956, February). Although ITV would never realize the 
educational goals initially projected for the medium, the Indepen-
dent Study Division was a recognized leader in exploring appli-
cations of television to instruction. 
As the 1950s drew to a close, university correspondence study 
was positioned to participate in the innovative movements that 
would sweep through many branches of higher education in the 
decade and a half to follow. More than 60 universities that were 
NUEA members had correspondence study programs. In 1958-
59, 45 colleges and universities reported total correspondence 
study enrollments of 160,788. Of these, 98,696 were in college-
level courses; 55,461 were in high school courses; and 6,631 were 
in noncredit courses (Wedemeyer and Childs, 1961). 
Comparative studies had shown the effectiveness of corre-
spondence study. Practitioners had produced studies investigat-
ing noncompletions, individuals like Gayle Childs at Nebraska 
had begun to investigate the uses of television in the correspon-
dence field, and those working in correspondence study began to 
feel a true sense of profession. Staff and faculty involved in the 
movement believed they were working with a rather radical idea, 
a unique phenomenon that deserved expansion and further in-
vestigation through scholarly study and experimentation. 
Looking back to the 1950s, Gayle Childs (1973) wondered 
whether those who entered the field in the 1940s and 1950s might 
not have done more to advance correspondence study's standing 
in higher education. Childs once again predicted what lay ahead 
for nontraditional educational methods when he said, "Individu-
als and groups are increasingly approaching our campuses to ask 
what we can do to meet their educational needs which cannot be 
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met by daytime classroom instruction" (Childs, 1957, p. 7). Cor-
respondence study would indeed be one of the answers to these 
needs in the coming decades. 
The Renaissance Years, 1960-1975 
During the 1960s and 1970s a number of alternatives to tra-
ditional higher education emerged in the United States. These 
nontraditional educational options resulted, in part, from broad 
national trends that included rapidly escalating costs of traditional 
resident education; a renewed interest in informal, nontraditional 
education; an increasingly mobile American population; the 
growth of career-oriented college curricula; the heightened accep-
tance of testing and evaluation organizations; public dissatisfac-
tion with educational institutions in general; the influence of 
"agencies of accountability" such as the Carnegie Commission on 
Higher Education; and the early success of Britain's Open Uni-
versity (Gerrity, 1976). These trends and the programs that they 
spawned had an immediate and positive effect on university cor-
respondence study. 
The role of organizations such as the College Entrance Ex-
amination Board (CEEB) and Educational Testing Services (ETS) 
in assessing learning through nontraditional modes of study paved 
the way for the creation of entities such as the University With-
out Walls, a number of special degree programs, external degree 
programs, and imitations of the British Open University. A major 
catalyst in the promotion of new higher education programs was 
the Carnegie Commission on Higher Education, established in 
1967. In its first five years of existence, 1967-1972, the Commis-
sion received $5,567,000 in grants from the Carnegie Corporation. 
A large percentage of these monies funded innovative, 
nontraditional projects and programs (Gerrity, 1976). 
Foremost among these nontraditional programs were several 
American variations of the British Open University, which through 
heavy use of correspondence study sought to make higher edu-
cation degrees more accessible to students unable to attend tradi-
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tional, campus-based courses and programs. The first U.S. open 
university was New York State's Empire State College, which com-
menced operations in 1971 (Gerrity, 1976). The Bachelor of Lib-
eral Studies program initiated by the University of Oklahoma in 
1960 was another example of nontraditional educational forms that 
emerged during the period. Both Goddard College and Syracuse 
University experimented with "special degree programs" designed 
to meet the needs of adult learners. These programs modified the 
concept of academic credits and provided a greater flexibility re-
garding degree requirements and time limitations than was char-
acteristic of tradition-bound degree programs (Gerrity, 1976). 
Another radically new program to emerge during this era was 
the external degree. The Regents External Degree Program of the 
State of New York, founded in 1970, and the Thomas A. Edison 
College in Trenton, New Jersey, created in 1972, were prominent 
leaders among external degree-granting institutions. Both were 
premised on the notion of enrolling students in what were essen-
tially academic clearinghouses or broker institutions to assist them 
in designing academic degrees from credits earned through a va-
riety of traditional and nontraditional mechanisms including ex-
periential learning, university correspondence study, CLEP exams, 
USAFI standardized exams, and traditional resident instruction. 
Intensive counseling services helped students design recognized, 
high-quality academic programs of study leading to associate and 
baccalaureate degrees. Correspondence study, one of the most 
nontraditional teaching methodologies, gained in popularity as a 
result of the proliferation of these alternative programs that be-
came an accepted dimension of higher education in the 1960s and 
1970s. 
Of the individuals who helped to transform correspondence 
study into a profession, two stand above all others as the domi-
nant leaders of the movement during the 1950s, 1960s, and 1970s. 
They are Charles Wedemeyer of the University of Wisconsin and 
Gayle Childs of the University of Nebraska. Both made enormous 
contributions through their leadership at their respective institu-
tions and within a range of national and international professional 
organizations, principally the Correspondence Study Division of 
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Charles Wedemeyer, director of Corre-
spondence Study at the University of 
Wisconsin from 1954 to 1964 and later 
director of instructional media, has 
made major contributions to the field 
of independent study as administrator, 
teacher, scholar, and consultant. His in-
tegration of media in independent 
study courses anticipated the British 
Open University. 
the NUEA and the International Conferences on Correspondence 
Education (ICCE). These two men played major roles in advanc-
ing the state of scholarly research in the field both individually 
and through several notable collaborations. Seldom has the field 
seen two individuals who could so effectively fulfill the dual roles 
of academician and practitioner. 
Charles Wedemeyer served as the director of Correspondence 
Study at Wisconsin from 1954-1964. After leaving the program in 
1964, he went on to hold positions as director of instruction and 
evaluation, director of instructional media, and director of the ar-
ticulated media project. Wedemeyer retired from the prestigious 
William Lighty Professorship of Education at Wisconsin in 1976. 
He has continued to make major contributions to the field. As 
correspondence study administrator, innovative teacher, scholar, 
and international educational consultant, Charles Wedemeyer 
dominated this era in the history of university correspondence 
study. Recognition of his place in the field is reflected in the fact 
that both the NUCEA Independent Study Division and the Ameri-
can Journal of Distance Education give major awards for excellence 
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in the field of independent study and distance education scholar-
ship in Professor Wedemeyer's name. 
Gayle Childs began his career in correspondence study at the 
University of Nebraska in 1944. Childs had a 48-year career in 
education starting as a public school teacher and ending as an 
extension director and professor of secondary education at the 
University of Nebraska. Through speeches, scholarly articles, and 
his leadership both at Nebraska and within NUEA, Professor 
Childs has argued the need for more basic research in the field of 
correspondence education methodology. Like Wedemeyer, Childs 
continues to make contributions to the field. The Independent 
Study Division's Gayle B. Childs Award is given to individuals 
distinguishing themselves through outstanding writing, research, 
or leadership in the field of independent study. 
The 1960s saw the publication of several landmark books, col-
lections of essays, and even a film on the topic of correspondence 
study. Under the leadership of Charles Wedemeyer, Wisconsin 
sponsored a series of faculty lectures in 1960 and 1961 on corre-
From 1959 to 1973, Gayle Childs 
served as head of Class and Correspon-
dence Instruction at the University of 
Nebraska, and later as director of ex-
tension. His research has been recog-
nized internationally, and he led the ex-
pansion of the Nebraska correspondence 
study program. 
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spondence instruction. Wedemeyer invited correspondence study 
leaders to Madison to present papers on various aspects of the 
field with the objectives of facilitating an exchange of ideas on 
correspondence education and promoting a heightened sense of 
professionalism in the field. In 1963 and in 1966, Wisconsin pub-
lished the Brandenburg Memorial Essays, collections of speeches and 
scholarly articles on the topic of correspondence instruction. The 
Brandenburg Essays provide present-day students of the field with 
an invaluable source of scholarly thinking on correspondence edu-
cation in the early 1960s. 
Responding in part to his perception of the positive changes 
and increased sense of professionalism among members of the 
Correspondence Study Division, Wedemeyer sought Childs' col-
laboration on a book that would document the issues being dis-
cussed in the correspondence study field. The result of Wedemeyer 
and Childs' efforts was New Perspectives in University Correspon-
dence Study, published by the Center for the Study of Liberal Edu-
cation in 1961. The monograph addressed topics ranging from an 
overview of correspondence study in the United States to a dis-
cussion of the education of individuals via mass media to con-
siderations of characteristics of the self-motivated learner. Like the 
Brandenburg Essays, New Perspectives made a valuable contribu-
tion .to the emerging literature about the field. 
Also deserving of mention was another Wedemeyer project. 
Again in the early sixties, supported by a small grant from NUEA, 
Wedemeyer produced a 36-minute color film entitled "The Post-
age Stamp Classroom." Set to background music from Ravel's "Bo-
lero" and Rimsky-Korsakov's "Flight of the Bumblebee," the film 
described the advantages and uses of correspondence study. It 
survives as a valuable historical record of the way correspondence 
study educators viewed their field at the time. 
The Correspondence Education Research Project was born in 
response to pressure from leaders of the National Home Study 
Council and the Correspondence Study Division of NUEA to seek 
funding to research and write a major study on the status and 
place of correspondence education within the broader context of 
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higher education in America in the mid-1960s. With funding from 
the Carnegie Corporation, Correspondence Instruction in the United 
States, written by Ossian MacKenzie, Edward Christensen, and 
Paul Rigby, was published in 1968. This book has served for the 
past 23 years as one of the standard academic works in the field. 
The authors found that university correspondence study faced 
a challenge for change in the mid-sixties. Correspondence study 
was typically an adjunct to the regular course of studies at U.S. 
universities. Variations in almost every aspect of operation from 
recordkeeping, to counseling, to degrees awarded were charac-
teristic of correspondence study. Correspondence study instruc-
tors ranged from marginally qualified clerks to distinguished pro-
fessors. Some universities were found to have solid, respected pro-
grams while others offered predominantly weak, substandard 
courses. The generally high course dropout rate of correspondence 
study students was linked to permissive admissions policies. Re-
sources to support correspondence study programs at the univer-
sity level were scarce when compared with the funding levels of 
many government-sponsored correspondence programs and the 
operations of many proprietary schools. Of the approximately 
9,000 university courses offered in 1965, there was a tremendous 
duplication of effort. Particularly damning was the finding that 
most colleges of education ignored correspondence study as a 
method of instruction, traceable to the relative lack of research 
being conducted in the field by university-level faculty and prac-
titioners. Despite these findings, the authors found no inherent 
weakness in the correspondence instruction method. They recom-
mended that universities with established, strong traditions in cor-
respondence study design programs of study to prepare profes-
sional practitioners in the area of home instruction and systems 
design (MacKenzie, Christensen & Rigby, 1968). 
With the forces of change in higher education pushing for 
reform from a number of perspectives, the locus of the most criti-
cal movements for change relative to correspondence study was 
the Correspondence Study Division of NUEA. Whether through 
the adoption of progressive criteria and standards to guide the 
development of high-quality university programs, the sponsoring 
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of professional workshops, the launching of new research initia-
tives, or the preparation of documents designed to educate gov-
ernment agencies on the role of correspondence education, the 
division was a wellspring of innovation during the 1960s and 
1970s. 
The new professionalism sweeping the field and directing the 
focus of the division led to the establishment of a NUEA Com-
mittee on Criteria and Standards in 1960 chaired by Charles 
Wedemeyer. This committee played a dominant role in divisional 
activities in the early 1960s (NUEA, 1960-63). 
Division-sponsored workshops became institutionalized in the 
early sixties with biennial meetings offered prior to NUEA na-
tional conferences. Workshops addressed issues such as training 
new staff, promoting better office management, and exploring 
ways to improve correspondence teaching (NUEA, 1969). These 
gatherings generally were hosted by the larger, more established 
university programs in the field-Illinois, Texas, Wisconsin, and 
Nebraska. The University of Illinois in 1958 offered a workshop 
on the topic of science teaching. Top-ranking college faculty in 
chemistry, physics, and engineering gathered to consider issues 
in teaching these subjects through correspondence study (NUEA, 
1969). Another special conference sponsored by an Office of Edu-
cation grant, "Newer Media in Correspondence Study," was held 
in 1962 at the University of Texas. Correspondence study admin-
istrators and audio-visual specialists met with representatives of 
RCA, Eastman Kodak, and other research companies to explore 
ways to use new inventions and planning devices for long dis-
tance study (NUEA, 1962, April). 
The Correspondence Study Division Newsletter evolved into 
a valuable, high-quality document during the period and reflected 
many activities of the membership. By the mid-1970s, it was well 
on its way to fulfilling the mission John Davies and Neil Garvey 
envisioned for it in the early 1960s. The newsletter was conceived 
as a publication to record the activities of the division and also 
as an agent to help the division exert more force than any of its 
members could exert independently (NUEA, 1960, March). As 
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originally proposed in 1952, the responsibility for publishing the 
newsletter would circulate every year or two. During the sixties 
and early seventies it was produced by the University of Kansas, 
Kansas State University, Wisconsin, the Home Study Institute, Mis-
souri, and Tennessee. In addition to covering routine bu~iness 
items and the announcement of new and unusual courses, the 
newsletter offered feature articles on correspondence teaching, 
course design, and student services, although the latter two themes 
were addressed only infrequently until the seventies. The news-
letter profiled outstanding students and provided reviews of per-
tinent new books in the higher education field. During the late 
1950s and early 1960s, the newsletter often contained fifty or more 
pages. With biennial change in the institution responsible for pub-
lishing the newsletter, the format and emphasis usually changed 
as well. The newsletter was published three to four times a year. 
Its editorial policy ranged from one emphasizing issues and theo-
retical concerns to an approach that presented reports of items of 
interest (for example, new course offerings) at the major institu-
tions active in the division. The ever-changing divisional com-
mittee structure chronicled in the newsletter revealed the preoc-
cupations and interests of the division during the period. Com-
mittee activities dealt with criteria and standards, faculty relations, 
interrelations with other divisions, publications, research, and fed-
eral relations. The commitment to publishing a high-quality news-
letter without interruption demonstrates the high professional 
standard of activity of the division during the sixties and early 
seventies (NUEA, 1960-1975). 
An activity that became a labor of love for many in the orga-
nization during the sixties was the publication that for years had 
been the exclusive product of the labors of Walton S. Bittner. "The 
Guide," as it came to be known, was The Guide to Correspondence 
Study, a listing of all correspondence study courses and programs 
offered by NUEA member institutions. Through the mid-1950s, 
this publication was the work of correspondence study pioneer 
Bittner, who served as NUEA national secretary for many years. 
In 1958-59, the Division revised and upgraded the quality of the 
guide and assumed responsibility for its biennial publication 
throughout the 1960s and 1970s (NUEA, 1958-1975). During this 
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period the guide was transformed into a primary information dis-
semination and marketing tool for divisional members. An inter-
esting note for purposes of comparison to the current day guide, 
published by Peterson's Guides since 1980, is that in 1964, more 
than 50,000 copies of the guide were published in response to 
high student interest in correspondence study after a favorable 
article on the field appeared in U.S. News and World Report (NUEA, 
1964). 
An action of considerable significance occurred in 1968 when 
the Division of Correspondence Study changed its name to the 
Division of Independent Study. Members felt that a broader term 
was needed to describe the division in the 60s and to distinguish 
college-based programs from proprietary programs (Markowitz, 
Almeda, Logan, Loewenthal, & Young, 1990). The change also re-
flected the concern for the student's learning process. The divi-
sion advocated a broadened conceptual base for teaching and 
learning that was open to innovation and experimentation with 
filmstrips, slides, videotape, programmed instruction, television, 
telephone conferences and a range of other multi-media teaching 
and learning aids (NUEA, 1969). When asked by Von Pittman in 
a 1991 interview why the division changed its name from corre-
spondence study to independent study, Betsy Powell said, "We 
: didn't. We were told by our Board of Directors to do it. That hap-
pened when I was chairman of the division, and one of the Di-
rectors told me that if we didn't do it, they would. It had never 
been dis.cussed, we just followed orders" (Pittman, 1991). 
Also in 1968, the increased interest in the development of 
high-quality instructional materials led to the creation of annual 
awards by the division for outstanding study guides. Each year 
member institutions were invited to submit their best study guides 
for judging by a committee of course designers and editors. The 
practice of presenting course awards soon became a highlight of 
the NUCEA national conferences. In 1972 awards were offered 
for the first time in college, high school, and noncredit categories. 
The awards process has proven to be an effective incentive to 
course designers and program administrators in their efforts to 
upgrade the quality of independent study courses (Driscoll, 1972). 
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In the sixties and early seventies many in the co~respondence 
study field believed that the future of this instructional method-
ology was tied directly to appropriate incorporation of media into 
courses and program delivery. One practitioner, Alice Rowbotham 
(1971) of the University of California, predicted the demise of tra-
ditional correspondence study because of its continued reliance 
on slow, nineteenth-century technology-the postal system-to 
link student and instructor. In several significant experiments me-
dia were adapted for use in correspondence study instruction. The 
University of Wisconsin Extension Division received a $387,000 
grant from the Carnegie Foundation to create an open university 
predecessor which Charles Wedemeyer named Articulated Instruc-
tional Media (AIM). He described AIM as "an extension of the 
idea of correspondence study, an effort to explore the possibility 
of not only new kinds of mediated courses, but a new kind of 
teaching institution open to segments of the population accord-
ing to their needs, conditions, and circumstances" (Wedemeyer, 
1984, pp. 6-7). AIM embodied not only individual courses offered 
through the articulated approach that included correspondence 
study, radio, television, and programmed instruction in which au-
diovisuals were incorporated in each format, but it was also an 
off-campus, nonresident adult student degree-granting program 
(Rose, 1985). Although problems relating to the inability of Wis-
consin Extension to grant credit for AIM courses and the hostility 
of faculty unwilling to creatively design new courses eventually 
contributed to AIM' s failure, the concept would be reborn in the 
United Kingdom, where it served as the basis for the Open Uni-
versity. 
In 1974, Defense Activity for Non-Traditional Education Sup-
port (DANTES) was created by the Department of Defense to re-
place the phased-out USAFI program. The primary mission of 
DANTES was to support voluntary education programs for mem-
bers of the U.S. armed forces. Since 197 4, this agency has pro-
vided service personnel nationally recognized credit-by-examina-
tion and certification programs. It also has facilitated the promo-
tion and delivery of independent study courses and programs 
through close cooperation with the Independent Study Division 
of NUCEA (DANTES Catalog, 1991). 
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This decade and a half of progress and innovation had its 
setbacks. In September 1960, the University of Hawaii announced 
that it would close its correspondence study program. In Decem-
ber of the same year, the University of Omaha announced the 
discontinuation of its Correspondence Study Department. Small 
enrollments, lack of faculty and administrative support, and an 
increase in evening and off-campus regular courses were cited as 
the major reasons for the demise of these programs (NUEA, 1960-
61 ). Of far greater significance was the closing, in June 1963, of 
the Home-Study Department of the University of Chicago, where 
the university correspondence study movement had originated in 
1892. The program had declined for years due to a lack of ad-
ministrative and faculty support (Gerrity, 1976). According to 
Chicago's last Home-Study program director, Leonard Stein, "the 
university had long stopped using Home-Study as an appropri-
ate method for degree students .... About 1960, a new university 
president proposed abolition of all continuing education" (Stein, 
1988, June, p. 9). According to Charles Wedemeyer the program 
was discontinued because its president, Dr. George Beadle, a Nobel 
Prize-winning scientist, could not conceive that anyone could learn 
by correspondence (Gerrity, 1976). 
, By the mid-1970s, independent study practitioners were be-
ginning to focus on producing better quality study guides and 
providing a comprehensive range of support services to students 
with an emphasis on professional academic counseling. Since the 
late seventies, independent study professionals have sought new 
strategies to achieve greater parity with traditional resident in-
struction and increased recognition among members of the main-
stream academic community at their respective universities. 
Independent Study and the Emergence 
of Distance Education, 1975-1991 
The 16-year period from 1975-1991 has witnessed the devel-
opment of a number of innovative programs and initiatives in 
university independent study. Expanding opportunities for inde-
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pendent study professionals, new journal outlets for research in 
the field, experimentation with new technologies, a renewal of 
the biennial divisional workshops, the evolution of more sophis-
ticated student services units, and the production of high-quality 
course study guides using the latest desktop publication systems 
have been just a few of the events that characterized develop-
ments. Concomitant with these changes were movements outside 
of the field that proposed new ways to deliver education at a 
distance using the latest technological innovations to link student 
with student and student with instructor. The late 1970s and 1980s 
introduced the related concept "distance education," which posed 
new challenges to traditional independent study, forcing a reex-
amination and redefinition of the place of independent study in 
this new international movement. 
As independent study enrollments increased during the late 
1970s and throughout the 1980s, many university-affiliated inde-
pendent study programs expanded their professional staffs to meet 
the demand for more and better independent study courses, in-
struction, and program-related services. Professional status within 
the field has grown proportionally to the growth of independent 
study staffs and their level of education and training. Profession-
als in the field at institutions with both large and small indepen-
dent study programs today possess more advanced academic cre-
dentials than was the case a decade earlier. They also come to 
independent learning from a wide range of academic disciplines. 
By 1991, university independent study programs offered a range 
of professional-level staff positions carrying such titles as instruc-
tional designer, student services specialist, supervisor of market-
ing and course production, curriculum coordinator, course editor, 
special programs coordinator, and student counselor. Clearly, op-
portunities have increased for mid-level, academic educational pro-
fessionals seeking careers in a field once dominated by individu-
als carrying the title "correspondence study secretary." 
By the late 1980s, most upper-level independent study ad-
ministrators holding positions of program head or program di-
rector held a doctorate degree with a number of upper-echelon 
professional staff holding the same degree or a master's degree. 
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The acknowledged path for promotion to the top-level positions 
within university independent study was increasingly through the 
pursuit of accepted terminal degrees, usually the Ph.D., in estab-
lished academic disciplines from colleges of education or liberal 
arts. By the 1980s, a recognizable cadre of more highly educated 
independent study professionals was emerging within the ranks 
of the Independent Study Division. This group raised the status 
of independent study on campuses and enhanced the acceptance 
of this educational methodology among university faculty and ad-
ministrators. One disappointing note at the end of the 1980s was 
the fact that too few independent study directors were being ad-
vanced to deanship or vice-presidential positions within continu-
ing education units across the nation. The independent study pro-
fession had not yet achieved the status of equal partner among 
other higher education units on university campuses. 
One of the more significant events affecting university inde-
pendent study in the past fifteen years was the founding of the 
American Journal of Distance Education in 1987 by Michael Moore 
of Penn State. Gayle Childs underscored the importance of the 
journal's founding by noting the increased opportunity such a 
publication afforded independent study practitioners as an outlet 
for, ideas and information specific to the field of distance educa-
tion (Almeda, 1988). Greater external visibility and recognition by 
the higher education community of the role of independent study 
had been stunted for years because of a lack of viable academic 
scholarly outlets in which professionals could publish articles spe-
cific to the field. Prior to 1987, most of the scholarly journals de-
voted to publishing material of interest to independent study were 
foreign based, such. as Teaching at a Distance (United Kingdom), 
Distance Education (Australia), and Research in Distance Education 
(Canada). 
Another event of significance in the advancement of distance 
education and, indirectly, university independent study, was the 
advent of the annual Madison Conference on Distance Teaching 
and Learning. Held for the first time in 1985, this conference is 
sponsored by the University of Wisconsin, Madison and the Uni-
versity of Wisconsin, Extension. It convenes each August in Madi-
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son. This conference brings together distance education profes-
sionals and promotes the exchange and sharing of information 
by academics and practitioners from the distance education com-
munity. Although university independent study professionals con-
stitute only one element of the many involved in presenting pa-
pers and serving on panels, the Madison Conference offers inde-
pendent study professionals another outlet for advancing the place 
of university-based programs in the emerging distance education 
field. In six years the Madison Conference has become recognized 
as one of the premier gatherings for distance educators in North 
America. 
Several trends within the member institutions of the NUCEA 
Independent Study Division illustrate innovation and increased 
professional activity of university independent study programs. 
Beginning in the late 1980s, the division renewed its practice of 
sponsoring workshops. In March 1988, Oklahoma, Oklahoma 
State, Texas Tech and the University of Texas, Austin, jointly spon-
sored a workshop in Dallas for course editors and instructional 
developers. Sixty-seven individuals representing 30 institutions 
attended the four-day workshop (NUCEA, 1988, June). In March 
1990, the University of Nebraska, Lincoln, hosted a workshop en-
titled "Developing Total Independent Study Programs." More than 
80 individuals representing 40 institutions attended (NUCEA, 
1990). The Administrative Committee of the Division voted in Sep-
tember 1990 to build on the success of these workshops by estab-
lish a standing committee to organize annual workshops (Inde-
pendent Study Division Administrative Committee minutes, 1990). 
The growth of sophisticated student services support pro-
grams at leading independent study institutions such as Brigham 
Young, Iowa, Indiana, Nebraska, Missouri, Penn State, Wiscon-
sin, and Texas Tech has contributed to program quality. Compre-
hensive student services, however, remain a future goal at schools 
with less well-developed programs. 
During the past 15 years, a number of projects and initiatives 
have incorporated media into independent study courses and 
adapted new technologies for use in independent study programs. 
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Some successful projects and other, less successful ventures, war-
rant mentioning. The Penn State-managed PENNARAMA Net-
work, the Mind Extension University, the University of Missouri's 
CALS system and the Electronic University Network are programs 
employing new technologies to enhance independent study in-
struction. 
Prior to the mid-1970s, video materials supporting indepen-
dent learning courses were delivered to students primarily through 
broadcast television, frequently using university-based public TV 
outlets. In the late 1970s and early 1980s cable television came 
into use as a delivery medium for independent study course pro-
gramming. With an expanded library of high-quality telecourses 
developed by PBS, the Annenberg/CPB project, and the Interna-
tional University Consortium, to name a few, a number of insti-
tutions began using cable television to support their educational 
programs. The PENNARAMA Network was founded in 1977 at 
Penn State to make educational programming more readily avail-
able to cable TV subscribers throughout Pennsylvania. The De-
partment of Independent Learning at Penn State assumed respon-
sibility for programming this educational cable TV channel in con-
junction with other higher education institutions in the state and 
was responsible for producing or purchasing the rights to air video 
materials for academic courses. Courses were offered statewide 
over PENNARAMA using microwave linkages into regional cable 
systems. This enabled students to view the video portion of their 
Penn State Independent Leaming course on the dedicated-network 
cable channel. PENNARAMA continues in the 1990s (Penn State 
Archives, 1977-1991). 
Founded in 1987, the Mind Extension University (MEU), the 
Education Network, a subsidiary of Jones Education Network 
based in Denver, Colorado, has assembled a consortium of higher 
education institutions to make telecourses and quality educational 
programming available nationally using cable and satellite deliv-
ery. In fall 1991, 18 institutions including University of California 
Extension, Oklahoma and Oklahoma State, Penn State, and Wash-
ington State used MEU to deliver video course material for inde-
pendent study courses (MEU Catalog, 1991). 
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Two projects based on the application of computer technol-
ogy specific to independent study are of significance. The Com-
puter Assisted Lesson Service (CALS) system developed under 
the leadership of Doyle Felts, then head of the Independent Study 
Department at the University of Missouri, has been a success. The 
goal of this application of technology is the computerization of 
evaluation and feedback of objective-question responses to stu-
dents in selected independent study courses. Other independent 
study institutions have adopted a modified version of CALS. Penn 
State, for example, uses the program extensively to deliver its au-
tomatic sprinkler training program. CALS won the Division's 
Award for Innovation in 1987. 
A project involving computer applications for the delivery of 
independent study courses that realized very limited success was 
based on an experimental association with the Electronic Univer-
sity Network based in San Francisco, California, by six universi-
ties with established independent study programs-Illinois, Iowa, 
Ohio University, Oklahoma State, Penn State, and Washington 
State. Beginning in the mid-1980s, these institutions agreed to have 
selected independent study courses from their institutions elec-
tronically formatted for delivery using TYMNET phone transmis-
sion to link students and instructors via personal computers. Due 
to frequent changes in management and problems with program 
software at the Electronic University Network, enrollments in these 
electronically formatted courses never reached the levels forecast. 
At least four of the original member institutions involved in this 
project have withdrawn from the program. The idea of using com-
puters and electronic bulletin boards to link students and instruc-
tors, thereby reducing the time necessary for the flow of lessons 
in independent study courses, is still a sound one that members 
of the Independent Study Division continue to explore. 
The Committee on Institutional Cooperation (CIC) initiated a 
unique independent study project in 1977. The CIC, a consortium 
of eleven institutions (the Big Ten universities and the University 
of Chicago), received a $486,000 grant from the Carnegie Corpo-
ration to cooperatively develop 24 upper-division correspondence 
courses (Committee on Institutional Cooperation, 1979-1981). The 
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goal of the CIC independent study project was to develop "hard 
to obtain" upper-level courses that would be shared among CIC 
member institutions. The courses offered through this project 
would assist students enrolled in external degree programs 
through New York State Regents, Thomas A. Edison State Col-
lege, and similar programs at Iowa, Indiana, and Minnesota, to 
take full majors in English literature, history, economics, business 
administration, political/ public administration, and sociology. The 
development process was to be cooperative with a designated lead 
author and two consultants. Ideally the three faculty would come 
from three different CIC institutions. Such a development arrange-
ment was intended to encourage the eventual sharing of the fin-
ished course by the participating schools (R. Bachelor, personal 
communication to Stephen Wright, August 6, 1991). It was envi-
sioned that CIC courses would, for the first time, make it pos-
sible for students to earn baccalaureate degrees from major uni-
versities entirely through correspondence (Rose, 1985). 
To date, the CIC independent study project has met some of 
its goals and failed to meet others. The original goal of produc-
ing 24 upper-division courses primarily in business and social sci-
ences has been met. Some of the courses were adopted by CIC 
members, although the prime faculty author was from another 
institution. Many of the courses written early in the project are 
still in use at the institutions where they were developed. CIC 
independent study courses were also purchased by other institu-
tions for use in their independent study programs. The actual shar-
ing of these jointly developed courses among CIC members has 
been limited, however, and the model has not been extended to 
other regions of the country (R. Bachelor, personal communica-
tion to Stephen Wright, August 6, 1991). 
Throughout the late 1970s and the 1980s the Independent 
Study Division benefited from an abundance of enlightened and 
dedicated leaders who not only enhanced the accomplishments 
of the Wedemeyer/Childs generation, but pushed the field in new 
directions and to new heights. Among those making major con-
tributions to the field were Mary Beth Almeda, California; Robert 
Bachelor, Illinois; Doyle Felts and Roger Young, Missouri; Von 
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Pittman, Iowa; Monty McMahon, Nebraska-Lincoln; Charles 
Peasley, Oklahoma State; Nancy Colyer, Kansas; Harold 
Markowitz, Jr., Florida; David Mercer, Penn State; Charles Hartzel, 
Tennessee; Norm Loewenthal, North Carolina; Deborah Hillengass, 
Minnesota; Larry Keller and Frank DiSilvestro, Indiana; Rich 
Moffit, Ohio University; Katherine Allen, Texas-Austin; William 
Driscoll, Ohio University; Fran Johnson, Wisconsin-Extension; Earl 
Pfanstiel, Kentucky; Ronald Malan, BYU; and Suzanne Logan, 
Texas Tech. 
The division has undertaken and accomplished a number of 
ambitious and challenging projects that have advanced the status 
of university correspondence study in higher education. Detailed 
statistical profiles that chart virtually every aspect of all of the 
division's member institutions are produced annually. Annotated 
bibliographies have been prepared on current research activities 
in distance education and similar developments in the field of 
educational technology. The divisional newsletter, renamed Ameri-
NUCEA Independent Study Division Administrative Committee meeting, St. 
Paul, Minnesota, September 1985. Back row, left to right: Harold Markowitz, 
Jr.; Phyllis Luebke; Robert Batchellor; Von Pittman; Nancy Colyer. Front row: 
Roger Young; Joyce Nielsen; Norman Loewenthal; Deborah Hillengass. 
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can Independent Study, has been taken to new heights since the 
mid-1980s by the staffs at Brigham Young University and now 
the University of Iowa. The division has initiated an ambitious 
oral history project with the goal of capturing, on audiotape and 
in print, the recollections of independent study leaders from ear-
lier generations. A separate Independent Study Division Archive, 
providing a document base for future research in the field, has 
been established at Penn State. Active course awards committees 
continue to promote the production of high-quality course study 
guides using desktop publication technologies. The use of state-
of-the-art marketing techniques is generating large audiences for 
independent study courses among nontraditional learners. Many 
programs now employ tollfree telephone numbers encouraging 
communication between student and instructor. Several programs 
use FAX machines to transmit course lessons. A goal of programs 
across the nation is to promote the development of associate and 
baccalaureate programs totally deliverable through independent 
study. At the end of the 1980s, 80 NUCEA institutions reported 
enrollments of 348,000. Of these, 197,845 were college enrollments, 
105,101 high school enrollments, and 43,193 noncredit enrollments 
(NUCEA, 1989-90). 
Many challenges remain. Some contend that traditional inde-
pendent study is on the verge of being overwhelmed and made 
obsolete by emerging educational technoiogies. There are concerns 
about course duplication and the seeming inability of institutions 
to find ways to more effectively share outstanding course study 
guides. Credit parity for independent study on campus is still a 
dream at many institutions. Convincing faculty of the legitimacy 
of independent study and the marginality of independent study 
programs on campus remain vexing problems. Yet, the future of 
university independent study appears bright. Enlightened leader-
ship and the persistence of the printed medium are realities that 
insure a central place for traditional independent study in the dis-
tance education movement taking shape at the end of the twenti-
eth century. 
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Sylvia N. Rose 
Noncredit courses were among the first correspondence 
courses developed by universities in the United States late in the 
nineteenth century. They have contributed greatly to the devel-
opment of the modern correspondence study movement. Over the 
years, collegiate noncredit correspondence courses have been iden-
tified by a variety of terms: adult, continuing education, cultural 
and special interest as well as professional, occupational, techni-
cal, and vocational. Regardless of the label, these courses typi-
cally have been designed to strengthen, enrich, and update knowl-
edge in a wide range of academic and vocational areas. 
Collegiate noncredit correspondence courses have evolved into 
two general categories-those specifically designed to meet a need 
and not intended for degree credit and those designed for uni-
versity credit but which may be taken on a not-for-credit basis. 
This chapter will focus on the first category, courses not intended 
for degree credit. 
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Early Years, 1891-1906 
The early history of collegiate-based noncredit correspondence 
courses is an important component of the history of correspon-
dence study. Some of the first noncredit correspondence courses 
were developed to help citizens participate in a growing, indus-
trial society. The courses mirrored the political, industrial, eco-
nomic, and social changes taking place in the country. 
In 1890 the United States was a relatively young country. It 
was still in the process of settling the West and coming to grips 
with the changes wrought by the Industrial Revolution. Women 
played an increasingly important role in society. New demands 
for both general and technical training combined with the ten-
sions of a growing and diverse population to place new strains 
on the conventional suppliers of instruction. 
The University of Wisconsin was the first state-supported in-
stitution to provide extension courses to expand much-needed 
educational resources. Correspondence study, a method of exten-
sion education, was created to reach those who could not come 
to the campus. A limited extension program was sanctioned by 
the University of Wisconsin Board of Regents in 1891 when the 
Regents approved a faculty resolution to develop University Ex-
tension correspondence courses (Rosentreter, 1957). This marked 
the acceptance of such courses as a part of the University of Wis-
consin curriculum. The Regents authorized instructors to arrange 
for correspondence courses in their departments, and instructors 
were granted permission to charge and retain fees as compensa-
tion for the additional teaching load. Wisconsin's program was 
largely a response to the demand placed on universities to broaden 
their curricula and adapt their teaching to the needs for voca-
tional training. 
In 1892, University of Wisconsin President Thomas C. Cham-
berlain outlined future extension work built around university-
based correspondence courses for the state's sparsely settled ar-
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eas and lecture courses for the cities. As originally conceived, the 
lecture courses could also be taken with a correspondence com-
ponent. 
Specifically designed correspondence courses were formally 
announced in 1896 (Rosentreter, 1957). The two-dollar fee for an 
eight-lesson unit placed these courses within the range of many, 
and they could be taken for credit if desired. Although listings of 
course offerings through correspondence study were sketchy dur-
ing the period from 1891 through 1906, the 1896-97 University of 
Wisconsin catalog shows that 20 departments offered 63 corre-
spondence courses (Reed, 1982). Despite this energetic beginning, 
the program suffered an early demise. 
Low enrollments, faculty disinterest, and the resignation of 
the correspondence secretary led to the recommendation of a fac-
ulty committee in January 1900 that the correspondence depart-
ment be discontinued. The recommendation was adopted with-
out argument. For six years the program would lie dormant. 
1906-1935 
Wisconsin was the first university after the University of Chi-
cago to formally organize a correspondence study department 
along institutional lines (MacKenzie, Christensen, & Rigby, 1968). 
The reorganization of this department in 1906 as a part of the 
Extension Division provided a model for many other institutions 
in this country and throughout the world. 
This was a period marked by industrial development and 
business expansion. While professional educators assessed the 
problems of industry, private correspondence schools had already 
developed industrial training courses. The commercial correspon-
dence schools responded to the nation's thirst for ideas, but many 
used dubious methods. For some of these schools, fees were more 
important than the education imparted (Jacobs, 1946). An indica-
tion of proprietary schools' growth was documented in the expe-
rience of the International Correspondence Schools. Founded in 
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1891, this proprietary school boasted an enrollment of 225,000 by 
1900, 1,000,000 by 1910, and more than 2,000,000 by 1920 (Curti 
& Carstensen, 1949, Vol. 1). 
In summer 1906, Dr. Charles McCarthy, secretary of the Wis-
consin Free Library Commission, helped finance and conduct a 
survey of private correspondence schools. The purpose of the sur-
vey was to investigate whether the University should enter the 
correspondence study field that the commercial correspondence 
schools were exploiting (Curti & Carstensen, 1949, Vol. 2). The 
survey results indicated that 35,000 state citizens spent more than 
$800,000 a year for private instruction (Rosentreter, 1957). 
McCarthy was certain that the great numbers of Wisconsin resi-
dents enrolling in private correspondence school courses in car-
pentry, boiler tending, and related work indicated the pressing 
need for these kinds of courses and the public's willingness to 
pay for them. Although McCarthy stated that the private schools, 
when properly conducted, did much good, he insisted that the 
University of Wisconsin possessed the facilities to do better work 
and recommended the vigorous development of correspondence 
courses. The report convinced President Van Hise that this need 
for adult education ought to be met by the people's own univer-
sity, at much lower cost to the individual citizen, and that better 
instruction should be given (Curti & Carstensen, 1949, Vol. 2). 
University President Charles R. Van Hise reestablished corre-
spondence teaching in 1906 as a function of the University of Wis-
consin, appointing a full-time person, William H. Lighty, to take 
charge of its development. 
When Lighty became secretary of correspondence study, Presi-
dent Van Hise appointed a committee to investigate and report 
on correspondence work and the university credits to be awarded 
for such study. Recognizing that some of the work would not 
merit academic credit, the committee felt that much university-
level work should also be offered. This committee proposed that 
some courses be offered for credit, while others would be offered 
only as noncredit courses (Curti & Carstensen, 1949, Vol. 2). 
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Philosophical Conflicts 
The evolution of noncredit courses at the University of Wis-
consin reflected differences in the educational philosophies of the 
program administrators. Lighty, an idealist with a vivid imagina-
tion, believed strongly in the need for cultural development, in-
tellectual discipline, and strengthening of character. He saw uni-
versity correspondence teaching as an opportunity to spread cul-
ture throughout the state. 
On the other hand, Louis E. Reber, appointed director of Uni-
versity Extension in 1907 and Lighty's superior, believed that the 
main purpose of extension was to offer utilitarian courses at sev-
eral levels. He supported the philosophy of providing correspon-
dence instruction to meet industrial and vocational objectives. 
A debilitating conflict of the two philosophies did not mate-
rialize. Although their different frames of reference led to intense 
discussion, Lighty and Reber achieved in the long run a degree 
of balance in the program that would otherwise have been lack-
ing. Reber was a man whose education and experience were ac-
ceptable to the University faculty. He accepted Lighty as the head 
of correspondence work, which gave Lighty the opportunity to 
develop cultural courses as well as University credit courses that 
the regular University residence staff would write and instruct. 
Reber supervised development of the new industrial training 
courses. 
A Separate Correspondence Staff 
Reber had visited the International Correspondence Schools 
at Scranton, Pennsylvania, to observe their system of course de-
velopment before coming to Wisconsin in 1907. He had insight 
into course organization and oversaw the correspondence course 
writing at Wisconsin himself. He realized, however, that he needed 
a staff separate from the various University departments to de-
velop the kind of courses he envisioned. In March 1908, three 
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months after his arrival in Wisconsin, Reber requested authority 
from President Van Hise to start appointing such a staff (Allen & 
Wedemeyer, 1957). 
The president's approval for a full-time instructional staff for 
correspondence courses released University Extension from the 
domination of the university faculty and constituted a major step 
in the advancement of industrial- and occupational-training cor-
respondence courses at the University of Wisconsin. Thus began 
an expansion of the program that made vocational and occupa-
tional correspondence study at the University of Wisconsin well 
known throughout the United States and beyond (Allen & 
Wedemeyer, 1957). 
By 1911, Reber had appointed 16 instructors qualified to write 
noncredit vocational correspondence courses. During the same 
period, only seven instructors had been appointed for the cul-
tural and university credit courses, including several positions 
shared with residence departments (Allen & Wedemeyer, 1957). 
The specialized vocational subjects included mechanical engineer-
ing, mechanical drawing, steam engineering, electrical engineer-
ing, civil engineering, structural engineering, and business admin-
istration. Noncredit courses also were offered in commercial law, 
highway construction, political economy, salesmanship, the pro-
fession of homemaking, housekeeping and homemaking for the 
rural school teacher, and health. 
Special Textbooks and Traveling Instructors 
Because of the special nature of the work, Reber believed that 
most correspondence study subjects should have special textbooks. 
He was aware that the International Correspondence Schools' 
shop-level textbooks made Wisconsin Extension's mimeographed 
study guides and other materials seem shabby. Reber decided that 
special textbooks for the lower-level vocational courses would be 
written by individuals in the profession and revised by teachers 
familiar with pedagogical methods (Curti & Carstensen, 1949, Vol. 
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2). The textbooks were to be organized so each chapter would 
become a lesson in a correspondence study course. 
The University of_ Wisconsin Extension Division signed con-
tracts with two book publishers: The McGraw-Hill Book Com-
pany to publish business and engineering textbooks, and D. 
Appleton and Company to publish business and home econom-
ics textbooks (Curti & Carstensen, 1949, Vol. 2). Between 1912 and 
1926, 32 correspondence study textbooks were published by the 
two publishing houses. They were used not only by University 
of Wisconsin-Extension but also enjoyed national and worldwide 
popularity. For example, in 1916, some 87 colleges and universi-
ties, including Pennsylvania State University, Brown University, 
Maryland Agricultural College, Pratt Institute, and the universi-
ties of Illinois, Minnesota, and Pittsburgh, as well as 150 trade 
and technical schools, reported using one or more of the texts 
(Curti & Carstensen, 1949, Vol. 2). The United States Navy also 
placed a large order for the books on direct current machines, 
elementary magnetism, and electricity. By 1922, more than 288,604 
copies of the special correspondence study textbooks had been 
sold. 
More than 40 volumes were published in all, with royalties 
exceeding $100,000 (Curti & Carstensen, 1949, Vol. 2). After 1920, 
sales began decreasing and after 1926, the Extension Division con-
centrated on teaching liberal arts rather than vocational courses, 
though the latter remained an important part of the correspon-
dence program. By 1932, royalties dwindled to pennies, and the 
preparation of special textbooks ceased (Rosentreter, 1957). 
In addition to the textbook publishing venture, the introduc-
tion of "traveling professors" to supplement correspondence study 
has also been credited to the University of Wisconsin-Extension 
program. Although University of Wisconsin correspondence 
courses were organized like those of the International Correspon-
dence Schools, Reber introduced an important new feature. Be-
cause students often dropped courses after completing only a few 
lessons, the Extension Division provided itinerant instructors to 
hold classes with correspondence students at regular intervals 
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(Curti & Carstensen, 1949, Vol. 2). These circuit-traveling instruc-
tors helped students with problems in elementary mathematics, 
blueprint reading, mechanical drawing, and other subjects. This 
corps of traveling teachers made the Wisconsin program unique 
in the correspondence field and attracted national and interna-
tional attention (Rosentreter, 1957). 
According to Allen and Wedemeyer (1957), the development 
of vocational and technical correspondence courses during Reber's 
administration, perhaps more than any other service, brought pub-
lic support and recognition to the University Extension Division 
not only from citizens of Wisconsin but from educational leaders 
throughout the world. These noncredit correspondence study 
courses had become a permanent service in the Extension Divi-
sion of the University of Wisconsin. 
Service for Special Groups 
Noncredit correspondence courses at the University of Wis-
consin focused attention on specific clienteles that included prison 
inmates, immigrants, women, and urban and rural school teach-
ers. 
Instruction for Prisoners. In 1907, the chaplain of the Wisconsin state 
penitentiary began to encourage inmates to take correspondence 
courses; the following year, Extension sought the cooperation of 
the state Board of Control in offering instruction in prisons and 
reformatories. Correspondence courses, particularly noncredit 
courses, were intended to rehabilitate interested individuals, teach-
ing them habits of study, and giving them a chance to develop 
personal ambitions and skills that would be useful to them and 
to society. Typical courses provided training about gasoline en-
gines, electric meters, store management, bookkeeping, and show 
card writing. In 1922, 192 prisoners registered for courses; two 
years later, in 1924, 145 prisoners were enrolled. Fifty-two per-
cent of the prisoners who began these correspondence courses 
completed them (Rosentreter, 1957). 
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Civic Education for Immigrants, Veterans, and Women. During the 
first two decades of the twentieth century, university extension 
units helped promote civic responsibility, citizenship, and politi-
cal leadership. Correspondence study was one avenue for pre-
paring the residents of the state to discharge their civic duties 
more intelligently. 
Immigrants coming to the United States and particularly to 
Wisconsin were encouraged to take courses in political science to 
help them systematically study for citizenship. According to the 
Bulletin of the University of Wisconsin Correspondence Study De-
partment (1907), courses were offered in elementary civics, city 
improvement, law and politics of the press, legislative organiza-
tion and procedure, parties and campaigns, international law, of-
ficers and employees, American diplomacy, constitutional law, and 
world politics. The Bulletin of the University of Wisconsin Corre-
spondence Study Department (1921) lists a course in immigration 
and Americanization designed for those who wanted a better un-
derstanding of these issues in the United States. Students included 
teachers, ministers, welfare workers, businessmen, and foremen 
and workers in industry. 
Another post-World War I citizenship-training effort empha-
sized coursework for veterans. Ex-servicemen were offered non-
credit courses in bookkeeping, accounting, commercial law, busi-
ness correspondence, elementary electricity, telegraphy, garage 
work, and shop work. 
Women also were considered in need of "civic education" af-
ter they received the right to vote in 1920 and acquired full citi-
zenship. Extension provided a variety of courses for women that 
could be taken through correspondence and group instruction. The 
Bulletin of the University of Wisconsin Correspondence Study 
Department (1920, March) carried the following promotional 
information: 
To assist the women of the state in their training for citizenship the 
University Extension Division has prepared correspondence and 
group instruction in many subjects . . . Among these are: preven-
tion of disease and home care of the sick; feeding children for health 
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and growth; public health nursing; child nature and training; com-
munity music and drama; Parent-Teacher Associations; voting meth-
ods and elections; and Americanization. 
The bulletin listed other correspondence courses for women 
that were focused on the needs of homemakers of all classes. The 
instruction was planned and presented to be of great practical 
value both for women who had not received a high school or 
college education and for those who had. The courses were prac-
tical and written in straightforward language. The courses in-
cluded The Child in Health, The Child in Disease, The Expectant 
Mother, Infants' Clothes, Food Study for the Inexperienced Housewife, 
The Proper Feeding of the Family, and Furnishing and Decorating a 
Home. 
Courses for Teachers. The Correspondence Study Department of-
fered noncredit review courses for teachers to enable them to meet 
requirements for county certificates, to provide them with valu-
able subject matter outlines and teaching suggestions, and to 
broaden their scholarship and prepare them for more responsible 
positions. Offerings included courses in arithmetic, geography, his-
tory, grammar, cataloguing and use of the school library, and 
physiology. 
Rural school teachers in Wisconsin received special attention 
through correspondence courses prepared by instructors who were 
familiar with their problems and conditions. These practical 
courses gave simple, detailed instructions to teachers on the top-
ics to be studied and the manner for presenting each lesson to 
pupils. Courses included Sewing, Cooking, Laundering, Home Nurs-
ing, and Sanitation. 
Development of Correspondence Programs at NUEA 
Institutions 
Bittner & Mallory (1933) reported that 39 NUEA member in-
stitutions formally organized correspondence study programs be-
tween 1892 and 1931. Of these, five offered exclusively or pre-
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dominantly noncredit courses-Columbia University, Massachu-
setts Department of Education, University of Michigan, Rutgers 
University, and Washington State University. 
The Home Study program at Columbia University, established 
in 1919, was distinctly different from programs at other institu-
tions in several ways. One fundamental difference, because of ad-
ministrative practices at the university, was that all courses were 
offered on a noncredit basis. Because collegiate-level academic 
work at Columbia was not offered by correspondence study, the 
Columbia courses were considered "adult" education rather than 
"academic" instruction. These circumstances promoted the devel-
opment of a program adapted to the demands of the general adult 
public (Smith, 1935). The department, however, attempted to main-
tain its courses on a high academic level and as an integral part 
of the University program. Other unique features of the Colum-
bia correspondence study program included a national field ser-
vice that recruited and advised potential students, extensive ad-
vertising, high fees for students, and relatively high compensa-
tion to instructors for preparation and instruction of courses 
(Bittner & Mallory, 1933). The Columbia program was closed in 
December 1937. Reasons given for its demise include faculty dis-
enchantment, falling enrollments, disproportionately high costs of 
course preparation, irrelevant courses, inefficient advertising, lack 
of academic credit, and the adverse impact of the Great Depres-
sion (Gerrity, 1976). 
Enrollments 
Accurate registration records for collegiate-based correspon-
dence study during the early years are difficult to obtain and as-
sess. Reports are conflicting, estimated figures are confusing, and 
there is no uniformity across institutions in counting students and 
enrollments. For example, correspondence study records at the 
University of Wisconsin before 1931 also included evening and 
special classes held throughout the state. Not until the early 1930s 
did recordkeeping methods become more standardized and a more 
accurate picture of correspondence study become available. 
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Bittner and Mallory (1933) commented that 25 NUEA mem-
ber institutions reported 10,000 noncredit enrollments out of a to-
tal of 56,000 enrollments in 1929-30. In 1928-30, estimated enroll-
ments in noncredit courses in public institutions including NUEA 
institutions, teacher training schools, and other public colleges and 
universities numbered 33,000. In 1933, about 12 percent of all 
NUEA university catalogue courses (633) were noncredit. About 
one-fifth of enrolled students were in noncredit courses. 
1930-1965 
The events of these years-including the Great Depression, 
World War II, and the Korean War-profoundly impacted corre-
spondence instruction in the United States. New challenges and 
economic difficulties forced correspondence study units to broaden 
their program bases and respond innovatively to rapidly chang-
ing circumstances. Resilience and adaptability were the hallmarks 
of this period. 
Services and Special Programs 
The services and promotional efforts of correspondence study 
programs during this era responded to the events of the times. 
For example, a 1934 Bulletin for the University of Wisconsin Cor-
respondence Study Department outlined a plan for the Civilian 
Conservation Corps (CCC). CCC workers stationed in camps were 
urged to use their leisure time wisely and to prepare for advance-
ment in business, industry, a vocation, or the professions to "meet 
successfully the problems that will arise from the new social or-
der." Many practical courses were offered for vocational prepara-
tion, business training, industrial and engineering work, prepara-
tion for teacher certification and licensing, and cultural and in-
formational purposes. To enhance the attractiveness of correspon-
dence study, the University of Wisconsin Board of Regents re-
duced course costs by 37% for CCC members. 
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A 1941 Wisconsin law made available to state residents serv-
ing in the Armed Forces any University of Wisconsin correspon-
dence course without charge for instruction or tuition. Thus, Wis-
consin citizens could continue educational programs that induc-
tion or enlistment had interrupted or could advance in their fields 
of interest. A special bulletin (University of Wisconsin Correspon-
dence Study Department, 1941, October) listing all noncredit 
courses in academic, business, engineering, industrial, and tech-
nical areas helped service personnel better understand these edu-
cational opportunities. 
United States Armed Forces Institute 
A major noncredit correspondence study undertaking was the 
United States Armed Forces Institute (USAFI), a federal agency 
and correspondence school for active military personnel founded 
during World War II. Based in Madison, Wisconsin, USAFI en-
gaged professional educators to prepare and administer its courses. 
According to Wedemeyer and Childs (1961), USAFI's mission 
was: 
to provide common services and materials by which the Army, 
Navy, Air Force, Marine Corps, and Coast Guard may supplement, 
for members of their commands, educational opportunities in sub-
jects normally taught in civilian academic institutions, in order that 
the individual may render efficient service in his present assign-
ment, increase his capabilities for assuming greater responsibility, 
and satisfy his intellectual desires. (pp. 6-7) 
USAFI offered two distinct educational programs to service 
personnel: the first was the program of noncredit courses devel-
oped by USAFI at its Madison headquarters and the second was 
a much larger program of noncredit, credit, and high school 
courses made available through contracts with the extension di-
visions of more than 40 colleges and universities that developed 
and provided the course materials and instructional services. 
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Courses were offered in four different categories-technical/ 
vocational (noncredit), university credit, elementary, and high 
school. The USAFI program started with 64 courses, mostly tech-
nical noncredit courses purchased from the International Corre-
spondence Schools, plus several hundred correspondence courses 
made available through the cooperating universities. This num-
ber rose to a peak of more than 400 courses in 1946. In the mid-
1950s, the University of Wisconsin Correspondence Study Depart-
ment offered vocational noncredit courses in business adminis-
tration, engineering mathematics, physics, drawing, civil and struc-
tural engineering, electrical engineering, mechanical engineering, 
and journalism. As late as 1962, USAFI still offered 207 of its own 
courses plus several thousand more through cooperation with 
major colleges and universities across the nation. 
USAFI education offices enrolled students on military bases, 
on ships, and in foxholes (Rose, 1985). Average weekly enroll-
ments reported for September 1959 through USAFI, Madison were 
1,718 in correspondence study and 179 in participating college 
courses (Summary of Proceedings, 1959). USAFI sites were also 
located in Alaska, Europe, Hawaii, Japan, and the Caribbean. 
Worldwide enrollments rose to 120,883 in correspondence study 
in 1965, with 15,199 additional enrollments reported through co-
operating colleges (MacKenzie & Christensen, 1971). 
USAFI was phased out in 1974 for a number of reasons: the 
program cost too much; the Viet Nam War was ending, and mili-
tary personnel were decreasing in number; the government be-
lieved it had fulfilled its role as a direct educational provider; 
and that military personnel would be better off enrolling on cam-
puses near their home bases (Rose, 1985). USAFI impacted heavily 
on collegiate-based correspondence study for 33 years, and it pro-
vided service personnel with learning opportunities they might 
not otherwise have had. 
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Recognition of Achievement Certificates 
In the early 1950s, the University of Wisconsin began grant-
ing an extension certificate to students who completed an ap-
proved program of noncredit courses selected to meet a specific 
educational or vocational objective. Each certificate program in-
cluded both required subjects and several electives. The certifi-
cates, which were not designed for university credit, were offered 
in various fields in the Department of Commerce and the De-
partment of Engineering. At this same time, the University 
awarded certificates to students who had successfully completed 
an individual noncredit course. These certificates recognized the 
students' educational efforts and enhanced their chances with po-
tential employers. 
Modern Era, 1965 to the Present 
The rate of change in the technical, industrial, commercial, 
social, and professional areas of people's lives has accelerated to 
such a degree that supplementary education and retraining-life-
long learning-have become requirements in both employment 
and day-to-day living. Correspondence study courses continue to 
be used to meet this need. 
The demand for vocational and occupational courses in Wis-
consin declined during the 1930s and 1940s as local vocational 
schools became more numerous and active and absorbed the el-
ementary-level vocational students. In 1957, however, Wedemeyer 
wrote that collegiate-based noncredit correspondence study was 
growing more rapidly than any other program, reflecting many 
adults' need for continuing education. In 1958-59, 26 institutions 
listed 6,631 enrollments in noncredit courses (Wedemeyer & 
Childs, 1961). Business and commercial courses became the most 
popular offerings. In 1963, Wedemeyer again noted that many uni-
versities were developing programs primarily directed to those 
whose basic concern was continuing education, and that this trend 
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was on the increase (MacKenzie & Christensen, 1971). By 1964, 
half of the 64 NUEA institutions with correspondence study pro-
grams offered noncredit courses. 
In the late 1960s the need to measure and recognize individual 
achievement in continuing education noncredit activities became 
apparent. The Continuing Education Unit (CEU) provided this 
measurement and gave a new dimension to higher education. It 
offered a systematic record of continuing education activities and 
a uniform system for gathering statistical data that could be con-
solidated and exchanged among institutions and employers, across 
geographic areas, and from one time period to another. 
Formalized discussion of the CEU concept began in July 1968 
(Long & Lord, 1978). At that time, a national planning conference 
sponsored by the United States Office of Education, the National 
University Extension Association, the United States Civil Service 
Commission, and the American Association of Collegiate Regis-
trars and Admissions Officers convened to identify common con-
cerns of groups interested in a uniform measure for nondegree-
credit continuing education programs. 
The National Task Force that grew out of the 1968 conference 
defined the concept of the CEU as "ten contact hours of partici-
pation in an organized continuing education experience under re-
sponsible sponsorship, capable direction, and qualified instruc-
tion" (Long & Lord, 1978, p. 2). The recommendations of the Na-
tional Task Force on the CEU were accepted at the April 1974, 
NUEA annual meeting, and the final draft of the Task Force's 
CEU criteria and guidelines was published in July 1974. The de-
mand for such a measurement was so great, however, that the 
unit was in use well before the final guidelines appeared. Many 
institutions of higher learning, including those offering noncredit 
independent study courses, have adopted the CEU standard, as 
have other sponsoring entities such as professional organizations, 
government agencies, and the military. 
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Custom-made Courses 
Although noncredit correspondence programs have for the 
most part maintained the technical, occupational base of the early 
years, some differences have recently become apparent. For ex-
ample, programs at University of Wisconsin-Extension Indepen-
dent Study and other NUCEA institutions now develop noncredit 
courses for specific organizations. In the early years, the request-
ing organization usually selected existing courses that suited its 
needs. Now courses are developed to the specifications and stan-
dards of organizations, such as professional associations, to pro-
vide members with educational opportunities for professional up-
dating, certification and recertification, career advancement, and 
various in-house diploma and certificate programs. 
Another differ~nce is that course development costs are now 
often covered by grants or shared by the requesting· organization. 
For instance, in the business independent study program at Uni-
versity of Wisconsin-Extension, the requesting organization gen-
erally pays for the course writer, who has been approved by both 
the organization and the business unit; for the initial develop-
ment and printing of the course guide; and for all promotional 
aspects of the venture. Other costs are borne by the business unit. 
Previous! y, the business unit assumed all costs. 
Course fee sharing with the requesting organization began in 
the University of Wisconsin-Extension Independent Study busi-
ness program in the mid-1980s. In order for the requesting orga-
nization to recoup some of its investment in course development 
and promotion, an agreement is negotiated with the organization 
by which it may receive 10 to 20% of the course fee paid by stu-
dents. The remainder of the fee goes to the Independent Study 
business unit. Previously, the business unit received all of the 
course fee. 
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1 Two Successful Penn State Programs 
Two programs offered by Pennsylvania State University's De-
partment of Independent Leaming exemplify the persistence and 
continued success of creative noncredit course programming in 
the modem era. The first of these programs is the 16-course au-
tomatic sprinkler program in existence since 1955. The second is 
the philately program, a five-course series designed to introduce 
and expand a student's basic knowledge and understanding of 
the world's most popular hobby, stamp collecting. 
Each program, the first designed to train union apprentices 
and the second to advance the personal appreciation of a popu-
lar hobby, illustrates the continued viability of university-based, 
noncredit independent study course programming. 
The Automatic Sprinkler Program. Thirty-six years ago, a gentlemen's 
agreement led to the establishment of a noncredit correspondence 
program that by 1990 had graduated 7,996 journeymen sprinkler 
fitters, produced millions of dollars of income for Penn State, and 
created a number of part-time faculty and staff positions (Annual 
Report, 1990). At the present time, the sprinkler program contin-
ues in operation as a multimillion dollar program, created and 
based on a handshake, for which no formal contract exists be-
tween the university and the professional association and unions 
involved in the project. Penn State Independent Leaming has lit-
erally built its large and diverse college credit program with earn-
ings generated by this enormously successful noncredit program. 
In 1955, Raymond J. Casey, executive director of the National 
Automatic Sprinkler and Fire Control Association, speaking for 
both management and labor, contacted J.O. Keller, director of what 
was then General Extension at Penn State, about establishing a 
training program for members of union Local 669, United Asso-
ciation and Journeymen and Apprentices of the Plumbing and 
Pipe Fitting Industry of the U.S. and Canada (Annual Report, 1985; 
11 am grateful to Stephen J. Wright for providing this material on Pennsyl-
vania State University Department of Independent Learning's noncredit program. 
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NUCEA, 1977). Casey realized the need to establish an educa-
tional training program for union apprentices who moved around 
the country from job to job and thus could never access educa-
tional programming tied to a single campus or location. Believ-
ing that proprietary correspondence schools could not deliver a 
complete program of courses of the type he envisioned, Casey 
approached Penn State. As representative of the national associa-
tion of contractors and manufacturers of sprinkler systems, he had 
the respect and support of the major union in the field. Casey 
possessed the vision to seek out a professional educator affiliated 
with a major land grant university with a proven record in the 
field of correspondence study (D.F. Mercer, personal communica-
tion, June 14, 1991). 
Late in 1955, an agreement established a program for teach-
ing union apprentices the correct method of installing automatic 
sprinkler systems in commercial buildings across the nation. This 
noncredit instructional program would be delivered by the corre-
spondence study method. Colonel William Young, head of Penn 
State's correspondence department, led the development of the 
sprinkler program (Annual Report, 1985). 
Since the 16-course program had to be developed and writ-
ten from scratch, College of Engineering courses in mechanical 
drawing, plan reading, and mathematics were used while the in-
troductory courses for the new sprinkler program were being writ-
ten. The lack of faculty resistance to the development of the pro-
gram, which many still believe logically belongs in the realm of 
the technically oriented private correspondence school, is seen as 
a by-product of the established correspondence teaching tradition 
in the College of Engineering (D.F. Mercer, personal communica-
tion, June 14, 1991). 
By fiscal year 1959-60, the Department of Independent Leam-
ing completed the courses in the original sequence. During that 
year, the department enrolled 429 apprentices in a total of 1,438 
courses (Annual Report, 1985). 
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Throughout the 1960s and early 1970s the sprinkler program 
dominated the activities of the department. In 1971, 9,443 of 12,000 
total department enrollments were in the sprinkler program (An-
nual Report, 1990). In the mid-1970s under the direction of David 
Mercer, the department began to use the earnings from this fi-
nancially successful program to build a major college credit inde-
pendent study program at Penn State. 
From 1960 to 1990, 167,234 course enrollments were processed, 
of which 145,337 were successfully completed-a 30-year course 
completion rate of almost 87 per cent. During the same period, 
the Department of Independent Learning processed 1,732,864 
sprinkler lessons (Annual Report, 1990). Since the start of the pro-
gram, the number of unions whose apprentices have participated 
has risen from the original founding union, Local 669, to seven 
locals across the nation from Florida to California. The original 
program has grown from 16 to 19 courses, all of which are regu-
larly revised and updated. Although the peak year for the sprin-
kler program was 1971 with 9,443 enrollments, the predicted de-
mise of the program in the mid-1980s, when enrollments fell to 
2,921, has not occurred. By fiscal. 1989-90 enrollments in "Sprin-
kler" had risen to 7,601, and the program's future looked promis-
ing. 
The automatic sprinkler program has thrived in the environ-
ment of a major state-supported, land grant university and made 
uniform instruction available to highly mobile groups of union-
ized, blue collar workers across the nation. The sprinkler program 
at Penn State demonstrates the important role played by care-
fully designed noncredit university-based independent study pro-
grams in serving vast numbers of mobile adult workers. 
The Philately Program. In early 1978, Donald Hild, a professional 
staff member of Penn State's Department of Independent Learn-
ing, gave a presentation before the State College, Pennsylvania, 
Rotary Club. His topic was Penn State's correspondence study 
program. Following the speech, Hild was approached by Colonel 
James DeVoss, executive director of the State College-based Ameri-
can Philatelic Society. Since Hild was an avid stamp collector, 
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DeVoss felt a possible alliance between the university and the 
Philatelic Society might be forged. It was. In May 1978 Penn State's 
Independent Study program received a $4,000 grant from the 
American Philatelic Society to develop the first in a series of non-
credit courses dealing with stamp collecting (NUEA, 1978). 
In 1979, the first of the projected seven noncredit indepen-
dent study courses designed to introduce people to field of stamp 
collecting was opened by Penn's State Department of Indepen-
dent Leaming. In 1985, the fifth course in the series was com-
pleted. The series includes two courses designed for beginning 
collectors, one for children, the other for adults; two intermediate 
courses for more advanced collectors; and a final course dealing 
with stamp printing methods. 
Each of the philately courses is written and instructed by a 
leading national authority in the field, and Penn State's College 
of Liberal Arts sponsors the entire series. Aggressive promotional 
and marketing programs, including trips to the annual conven-
tion of the American Philatelic Society, have resulted in impres-
sive enrollments (more than 1,000) since the inception of the pro-
gram (Annual Report, 1990). The Penn State philately series is a 
model noncredit, university-level correspondence program that has 
promoted and enhanced enjoyment of one of the most popular 
hobbies in the world. The series also marks a successful collabo-
ration between the university and a national organization dedi-
cated to the advancement of leisure-time pursuits. 
Other Successful Programs 
Other universities have created successful collegiate-based 
noncredit correspondence programs. Purdue University, for ex-
ample, has offered popular noncredit courses in central services 
for hospitals since the early 1980s. One of the two courses in the 
program provides technical training in central service to initiate 
employees to the hospital field. Certification as a registered cen-
tral service technician is possible through successful completion 
of this course. The second course provides training in central ser-
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vice management and also leads to a certification. The courses 
were developed in cooperation with the International Association 
of Healthcare Central Service Materiel Management and have en-
rolled 75-90 students a month. 
The University of Florida offers a credentialing course in food 
service management in health care institutions. Established 23 
years ago in cooperation with and according to the standards of 
the dietary managers' association, the course enrolls about 1,000 
students a year. 
California State University at Sacramento offers a correspon-
dence program in potable water and wastewater treatment. The 
12 courses that have evolved since the inception of the program 
in 1970 help students pass the state certification examination lead-
ing to a position of water treatment operator. Thousands of stu-
dents enroll in the program each year. In 1989-90 the program 
enrolled 9,395 participants (NUCEA, 1991). 
The University of Wisconsin-Extension Independent Study 
business program has cooperated with business and industry since 
1968, custom tailoring correspondence courses for the following 
associations (average annual enrollments are given in parenthe-
ses): 
Linen Supply Association of America (68-2 courses) 
Volkswagen Of America, Inc. (205) 
Credit Union National Association (841-5 courses) 
National Association of Purchasing Management (338) 
Textile Rental Association of America (25) 
The Department of Engineering Professional Development at 
the University of Wisconsin-Madison has developed an innova-
tive program in disaster management that opened a new inter-
disciplinary area in correspondence study. Since 1983, 15 courses, 
10 of which have been translated into Spanish, provide informa-
tion to help people worldwide prevent and deal with natural di-
sasters. The United States Agency for International Development 
Office of Foreign Disaster Assistance, the Pan American Health 
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Organization, United States Department of State Bureau of Refu-
gee Programs, United Nations agencies, and private voluntary re-
lief organizations such as the Red Cross provided funding for this 
project. 
Many other NUCEA institutions could add to this list of pro-
grams. Between 1987 and 1990, about one-half of the 80 reporting 
NUCEA institutions offered noncredit courses. Noncredit enroll-
ments totalled 43,193, or 12.4% of the Independent Study enroll-
ments in 1989-90. The five institutions reporting the largest non-
credit enrollments in 1989-90 were the following (NUCEA, 1991): 
• Pennsylvania State University 
• California State University (Sacramento) 
• Purdue University 
• University of Wisconsin-Extension 







The future for collegiate-based noncredit independent study 
courses promises continued growth. More people will need job 
training and professional development. The growing numbers of 
older persons and retirees will require or demand retraining for 
employment in different areas or resources for leisure-time en-
hancement. 
Since some people cannot leave family and job responsibili-
ties to attend on-campus classes, and since business and industry 
may be unable to grant employees time off or pay for their travel 
to distant locations, correspondence study will continue to be an 
appealing and viable means of access to education. 
Completion rates for noncredit courses are likely to increase. 
Historically, they have tended to be lower than rates for univer-
sity credit courses. But tieing job promotion, salary increases, and 
professional certification to coursework completion will provide 
an incentive. 
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School Independent Study 
Roger Young and Monty McMahon 
Historical Overview 
Although the initial development of university correspon-
dence study occurred in the late nineteenth and early twentieth 
centuries, the correspondence method for high school students 
was not used in the United States until the 1920s. Australia, 
Canada, and New Zealand had experimental programs in super-
vised correspondence instruction that preceded programs in the 
United States. 
According to MacKenzie, Christensen, and Rigby (1968), the 
leading innovator in high school courses by correspondence was 
Sydney B. Mitchell, superintendent of schools in Benton Harbor, 
Michigan. He began using correspondence instruction in 1923 to 
fill the vocational needs of terminal ~tudents who were still at-
tending high school. Mitchell is credited with creating "supervised 
correspondence instruction" that called for local teacher supervi-
sion of students involved in correspondence courses. During the 
period 1923 to 1930 more than 100 public high schools experi-
mented with this procedure (Childs, 1963). Publications such as 
the 1928 Sixth Yearbook of the Department of Superintendence 
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encouraged the use of supervised correspondence study to im-
prove the secondary school curriculum. In 1929, the University of 
Nebraska was the first state university to experiment with super-
vised high school correspondence instruction through "The Ne-
braska Plan of Enriching the Curriculum of Small High Schools." 
This program was assigned to serve a specific need of both the 
University of Nebraska and local school districts in the state. Af-
ter several years of pilot activity, Nebraska won a $5,000 grant 
from the Carnegie Foundation in 1932 and an additional grant of 
$5,000 in 1934. The Nebraska supervised correspondence instruc-
tion program for high school students was set up as a WPA project 
and received $100,000 per year for 10 years from the federal gov-
ernment. At that time, most school districts in Nebraska were very 
small and rural. They did not have large numbers of students 
and therefore could not supply adequate professional staff and 
instructional curriculum to meet the needs of students wishing to 
attend college. The program supplemented the academic curricula 
of local high schools for purposes of preparation for and entrance 
into institutions of higher education. 
The Nebraska program was also the first to require local adult 
supervisors for students throughout their courses rather than just 
having proctors administer course examinations. Individual stu-
dent motivation, study activity, and subsequent course comple-
tion were, and remain, concerns for the independent study method 
of education. The developers of the Nebraska program felt that 
student course completion could be improved if students had an 
appropriate and interested adult monitoring and working with 
them locally. They were right. From the program's early years, 
the completion rates were much higher than the typical national 
averages for correspondence study without local supervision. Cur-
rently, the completion rate for students enrolled in the Nebraska 
High School Independent Study program ranges from 65% to 75%. 
Yet, the high school correspondence movement has always 
had its detractors. 
An issue which apparently led to bitterness in the smoke-filled 
rooms of convention hotels but which surfaced only politely in the 
scheduled and recorded sessions was that of high school courses 
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as university offerings. Nebraska, with its supervised correspon-
dence study program, was a leader in the field, but many member 
institutions frowned upon extension courses below college level, al-
though a convention resolution in 1933 expressed the association's 
interest in the Nebraska plan. (McMahon, 1976, p. 14) 
Once a broad-based offering of high school courses was avail-
able, the Nebraska program began issuing a "Certificate of High 
School Equivalence." The success of the Nebraska program led to 
the establishment of similar programs across the United States. 
By 1958-89, 58,000 high school students would enroll each year 
in university-based correspondence study offered by 35 colleges 
and universities (Childs, 1963). Clearly, sponsored correspondence 
study offered a way for many communities to solve a pressing 
problem. 
In 1967 the Nebraska program was fully accredited by the 
Nebraska State Department of Education. In 1978 the University 
of Nebraska-Lincoln Independent Study High School was also ac-
credited as a "special purpose school" by the North Central As-
sociation of Colleges and Schools. Since 1967 the program has 
been authorized to grant a fully accredited high school diploma. 
While this was an obvious boon to the Nebraska program, it also 
contributed to the entire field of independent study by correspon-
dence. The independent study method of education had been rec-
ognized and approved by educational leaders from traditional 
teaching/learning agencies and organizations. 
In many states, universities had simply stepped in to fill a 
void in high school institution. "For the most part, universities 
became leaders in high school correspondence instruction because 
neither the states nor the local school systems seemed capable of 
accepting the task" (MacKenzie et al., 1968, pp. 32-33). Some no-
table exceptions included the states of Massachusetts, Oregon, 
North Dakota, Montana, and Alaska, where state-supported sys-
tems have provided correspondence or independent study oppor-
tunities. In addition, Arizona recognized the Phoenix Union High 
School as its official state center for correspondence instruction. 
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'.1 The University of Nebraska super-
vised high school correspondence 
study program offers educational al-
ternatives for students who need to 
make up educational deficiencies or 
seek an expanded curriculum. 
Correspondence educational opportunities at the secondary 
level originally focused on providing second chances for students 
who had not done well in the local classroom and on expanding 
the academic offerings of schools whose size or funding made it 
impossible to provide a comprehensive secondary curriculum. In 
addition, high school correspondence offerings aided certain cat-
egories of students. In earlier years there had been few provi-
sions for homebound students. Consequently they either dropped 
out of school or weren't able to earn their high school diplomas 
with their original class. 
Another group that made extensive use of high school corre-
spondence study was the military. Servicemen and -women were 
encouraged to finish their high school education through corre-
spondence study, the G.E.D., or both. The Department of Defense 
supported "citizens in military uniform" who were interested in 
continuing their education through organizations such as the 
United States Armed Forces Institute and the United States Ma-
rine Corps Institute (Sims, 1960). Mathieson indicated that "The 
enormous influx of men into the USMC during World War II was 
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accompanied by rapid Marine Corps Institute innovations par-
ticularly in (1) programs enabling recruits to complete their high 
school education and (2) the gradual development of their instruc-
tional staff" (1971, p. 5). 
Recent changes in the requirements for admission into the 
service organizations have reduced the number of servicemen and 
-women taking high school level correspondence study, yet sig-
nificant numbers of students use university-sponsored indepen-
dent study courses to earn their high school diploma so that they 
may enter the armed services. 
There has, in fact, been a shift back to serving high school 
students with the two original primary needs: 
1. Courses for students who need to make up deficiencies 
2. Courses for students who need or desire an expanded 
curriculum. 
During the 1980s, President Reagan, the secretary of educa-
tion, and national study groups determined that our educational 
system was lacking. Most states responded by increasing the re-
quirements for graduation from high school. Consequently, uni-
versity-sponsored independent study continues to play a role in 
providing expanded curriculum opportunities. 
The National University Continuing Education Association's 
Independent Study Program Profiles for 1988-89 reports that there 
were 103,381 enrollments in 37 member institutions' secondary-
level independent study programs-an increase of approximately 
3% over the previous year. A review of statistical data for the 
past 10 years indicates a small but steady growth in enrollment 
in university-sponsored high school independent study courses. 
Milestones in the history of university-sponsored independent 
study for high school students include the creation of supervised 
correspondence study, the influx of military students, and the in-
creasing requirements for graduation in the 1980s. Recent trends 
in the use of technology, such as computers, video, and satellite, 
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may have an increasing impact. These trends will be discussed 
further regarding the future of university-sponsored high school 
independent study. 
Enrollment Factors 
The students who enroll in university-sponsored independent 
study may be adults who, for a variety of reasons, did not com-
plete their secondary education in their teenage years. However, 
many correspondence students currently attend traditional high 
schools in the United States. Others are geographically isolated. 
Therefore, secondary education is needed for a variety of reasons 
by a variety of students. 
A number of commercial high school-level independent study 
programs are available in the United States and advertise widely. 
However, students and high school educators value the creden-
tials, credibility, and quality of education provided by known in-
stitutions of higher education when they consider sources for sec-
ondary independent study opportunities. 
Those who seek the educational options and accessibility of-
fered by independent study also want high-quality courses, and 
they want the credit and/or credentials they earn to be respected. 
They want results that they can be proud of and that will be mean-
ingful for them. University-based programs are trusted because 
they are accredited by the same accrediting organizations associ-
ated with traditional residential high schools. These programs meet 
several specific needs of students and their high schools. 
Curriculum Supplement. In its early years university-sponsored high 
school independent study helped students from small rural schools 
prepare for entrance into colleges and universities. These small 
schools had limited curriculum and staff and could not offer all 
the courses their students needed to be accepted by and succeed 
in institutions of higher education. 
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Even though many small school districts have disappeared 
as a result of consolidation and redistricting, the need for cur-
riculum supplement still exists. Due to budget constraints, many 
schools (small and large) cannot offer the special-interest courses 
students request, nor can they provide teachers for low-enroll-
ment courses. University-based independent study programs in-
dividually and collectively offer a variety of courses to supple-
ment the local school curriculum. 
Enrichments. Schools in many states are required by law to offer 
enrichment opportunities for their academically gifted students. 
Schools use university-sponsored high school programs to satisfy 
that requirement. The many course offerings available from these 
programs could not be duplicated by most residential high schools. 
As a result, local schools look to university-based independent 
study courses to supplement their programs for gifted students. 
Deficiencies. High school students may confront a variety of edu-
cational deficiencies. They may not have the academic skills or 
background to succeed in a course they need to complete their 
high school program. These students may enroll in skill develop-
ment courses offered by university-based independent study pro-
grams. 
Academic deficiencies may either bar or delay some students' 
acceptance into college. University-based high school independent 
study offers options to erase a deficiency or meet admission/ en-
trance deadlines because motivated students can complete a course 
at their own pace and not be restricted by the time-structured 
traditional classroom. 
Some high school students face the possibility of not satisfy-
ing local graduation requirements due to failing a course, sched-
ule conflicts, illness, or a variety of other reasons. University-spon-
sored independent study provides a way for these students to 
graduate on time. 
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Scheduling Problems. Scheduling problems occur most frequently 
in small schools that cannot offer multiple sections of the courses 
that students need or want to take. However, the same problem 
also occurs in larger schools, particularly with multitalented stu-
dents involved in activities such as music, drama, athletics, year-
book, and cheerleading who must also satisfy college prepara-
tory graduation requirements. University-based independent study 
provides an option for active students to meet requirements while 
allowing them and the school to benefit from their talent and par-
ticipation in activities. 
The Mobile Student. The mobile student may be defined in many 
ways: he or she may be a child of migrant workers, of evange-
lists who are constantly moving, of families on multiyear boat 
trips around the world, or of military families moving from base 
to base. Whatever their situation, these young people need a high-
quality education but cannot enroll in traditional residential 
schools. University-sponsored independent study is their answer. 
They take school with them, wherever they may be. Without high-
quality university-based independent study programs, they would 
have to leave their families and attend boarding schools or enroll 
in less credible commercial independent study programs, or their 
families would have to change their lifestyle. 
Homebound. Most school districts have students who cannot at-
tend traditional classes because of physical, emotional, or psy-
chological problems, and every district is mandated to provide 
for their education. Many of these youngsters are bright, academi-
cally capable, and have a desire and a right to a high-quality edu-
cation. Although some districts have professional homebound 
teachers, many do not. University-based independent study will 
continue to be the only viable option for these students. 
Geographic Isolation. Not everyone in the United States has a local 
school nearby. Many youngsters in Alaska, for example, have no 
access to schools. Others in mountain areas of the United States 
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either do not have schools immediately available or they must 
leave their families and attend boarding schools. University-based 
independent study provides a high-quality educational alterna-
tive for these students. Educational opportunities should not be 
diminished for students whose parents work as forest rangers, 
Alaskan fishermen, or as radar operators in remote regions. 
Similarly, many American dependents living outside the 
United States do not have an American system school available 
to them. American missionaries, military personnel, diplomatic 
staff, and corporate employees around the world want to keep 
their family units intact and still provide a high-quality educa-
tion for their dependents. Their children often want to pursue 
their secondary education and retUrn to the United States to com-
plete their high school education or enter American colleges and 
universities. University-based independent study helps them 
achieve their educational goals. 
Adult Diploma Completion. For a variety of reasons, hundreds of 
thousands of adults in the United States have not completed high 
school. The reason may be economic: many children, in both ru-
ral and urban areas, have to leave school and get jobs to help 
support families. Or behavioral: many students do not appreciate 
the value of a high school education until they have matured and 
are trying to advance in the job market. Or environmental: not 
all families value an education as much as society feels they 
should. A child growing up in an educationally impoverished en-
vironment may drop out and not realize the harmful results until 
later years. 
Whatever the reason, many of these adults now need and 
want a high school diploma. If they have severed ties with local 
educational systems or if traditional schools are not available to 
them, high school independent study may be the answer. These 
students can continue to work, fulfill family responsibilities, and 
still reach their educational goals for self-improvement. Without 
university-based high school independent study programs, they 
would either not reach their goals or would have to rely on com-
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mercial independent study programs, which may not have the 
substance, status, or credibility employers desire. 
Special Students. Some students have unique talents that prevent 
their pursuit of educational goals in conventional ways. These in-
clude students in the performing arts who wish to pursue train-
ing and performance in dance, music, theater, or students who 
are either world-class athletes, or are in training for that level of 
competition. 
If university-based independent study programs were not 
available, these students would have to drop out of school, cease 
their training, competition, or performance, or seriously restrict 
The University of Missouri Independent Study Department has used its Com-
puter Assisted Lesson Service (CALS) to provide evaluation and feedback for 
many of its courses. This service provides instructor's comments that correct 
students' misconceptions, guide their study, and motivate them to better per-
formance. 
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their activity so they could complete their education with a tutor 
or in local schools. 
Recent Innovations 
Computer-assisted Independent Study. After several years of investi-
gating computerized instruction in the military and European 
schools, the University of Missouri in 1974 incorporated the use 
of computers into its correspondence program. Dr. Doil Felts, di-
rector, and Independent Study staff worked with the university's 
Computer Science Department to create a system of computer-
ized lesson service that in 1987 won NUCEA's Award for Innova-
tion from the Division of Independent Study. 
The Missouri Computer Assisted Lesson Service (CALS) has 
taken independent study courses that are objective in nature and 
computerized the evaluation and feedback so that students re-
ceive printout responses to submitted lessons. The printouts pro-
vide instructional comments to students which correct miscon-
ceptions, guide their study with specific page references and key 
concepts, and provide motivational comment. While the basic 
CALS system made instructional comment available through use 
of student-submitted mark-sense answer sheets and programmed 
response, later improvements have incorporated telephone mo-
dems and/ or floppy discs to make immediate response possible. 
The educational advantages of the CALS system are the spe-
cific responses provided to students and the fast turnaround time. 
Numerous studies done at the University of Missouri and by the 
Defense Activity for Non-Traditional Educational Support 
(DANTES) support the hypothesis that the CALS instructional pro-
cess has resulted in higher completion rates than for regular cor-
respondence study and, in addition, has increased student satis-
faction. The University of Nebraska in 1989 also incorporated a 
similar computer response system called Computer Assisted Re-
sponse Evaluation System. Other universities have experimented 
with computer-assisted independent study but have not yet used 
it to a significant extent. 
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Field Representatives. Another significant activity undertaken in 1975 
at the University of Missouri was the use of emeritus professors 
as field representatives. Their role is to provide a liaison to sec-
ondary schools to discuss the availability of independent study 
and to solicit reactions and suggestions for the curriculum. Mis-
souri field representatives visit more than 1,000 schools each year. 
The Future 
The future of university-based high school independent study 
is bright. The needs and purposes served by independent study 
in the early days still exist and in some cases have come full circle 
back to the basic needs that caused high school independent study 
to be developed. One of the most basic purposes is the need for 
local curriculum supplement in secondary schools. 
Over the years, many small rural districts have been consoli-
dated into districts with large enough secondary school popula-
tions to justify offering a comprehensive curriculum for their stu-
dents. As a result, the need for curriculum supplement has di-
minished. In recent years, however, accrediting agencies have in-
creased curriculum and graduation requirements; thus, many 
smaller districts are again having difficulty offering specialty 
courses and/ or are finding it difficult to recruit teachers for re-
quired courses. This is particularly true for foreign languages and 
sciences. 
Although redistricting has meant better educational opportu-
nities for students in rural areas, there are still many small high 
schools. Small communities typically see the loss of their own 
school as the end of their town and a loss of their identity. They 
will keep their school as long as they can even though it is not 
financially viable. They also may fail to see or acknowledge the 
educational disadvantages their children face in competition with 
students from larger high schools. Their position may not be de-
fensible, but it is a reality in rural America. State departments of 
education may recommend, pressure, and legislate only so. far. 
Thus, the need for curriculum supplement will continue. 
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Urban schools and students also have needs that university-
based independent study can meet. Our ·urban populations are 
extremely mobile, with students moving in and out of districts. 
Large numbers of urban students enroll in independent study to 
make up for courses missed or problems in transferring credit. 
A significant change in the attitudes of traditional educators 
has taken place in recent years. Many more teachers and admin-
istrators are receptive to alternative methods of education. Yet, 
independent study educators must continue to work with those 
traditionalists who still believe the only way for students to learn 
is to be in a classroom with a teacher for a fixed period of time. 
As a result of the attitude changes that have taken place, many 
schools recognize that; for a variety of reasons, all students do 
not or cannot learn at the same pace or in the same way. 
The growth in alternative schools and the opportunities within 
traditional schools will continue, and university-based high school 
independent study will play an even greater part in providing 
courseware and opportunities for these schools and students. The 
self-paced format of independent study provides flexibility, while 
at the same time the alternative school educators can provide as 
much time and monitoring structure for the students' learning 
experience as they deem appropriate. 
Traditional educators in recent years have become more sen-
sitive to the unique needs and situations of their students. In some 
cases that sensitivity has been forced by legislation mandating 
programs for gifted students as well as quality and accessible edu-
cational opportunity for physically, emotionally, or mentally handi-
capped students. Whatever the cause, schools will increasingly 
look for educational options to the "lock-step" classroom geared 
to average students and for solutions to the educational opportu-
nity problems faced by their students, as well as the problems of 
administrators or counselors. 
Good teaching shares common procedural elements-there 
must be a learner, a teacher, and a method of transmitting knowl-
edge from the latter to the former (Childs, 1990). That is true re-
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gardless of the instructional format and is supported by hundreds 
of studies. As one study concluded, "The results of this research 
are clear and unequivocal-no particular method of teaching is 
measurably to be preferred over another when evaluated by stu-
dent examination performance" (Dubin & Taveggia, 1968, p. 31). 
Essentially, then, good teaching techniques are the same what-
ever particular method or instructional tools are used, and edu-
cators would do well to consider the appropriateness and eco-
nomic advantages of methods or tools employed. 
The course development and instructional process of high 
school independent study will and must change. The impact of 
technology upon educational delivery systems will change the 
high school independent study process, and that change will un-
doubtedly be for the better. However, the impact of technology 
on independent study will be no greater or less than on class-
room instruction or other methods of instruction. Good teaching 
will increasingly use new tools of instruction, and teachers and 
administrators at all levels need to be alert to possibilities for im-
proving the process. This is not to say that independent study 
will change so that all students will find their way to a group 
experience either by live attendance, video satellite, or computer. 
Economic realities will probably dictate that not all technol-
ogy can be made available to all individual learners. Satellite in-
struction is expanding, but this technology requires wide access 
to make it economically feasible. 
All too often, traditional educators insist on an instructional 
scene that requires students to be on a definite time schedule in a 
specific place with a faculty member either physically present or 
available immediately via technology. That lockstep approach has 
no proven advantages over independent study and takes away 
the very flexibilities that independent study was created to offer. 
University-based high school independent study is alive and 
well. Those programs that are visionary and willing to take some 
risks in implementing the use of appropriate current and emerg-
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ing technology will continue to flourish, although their techno-
logical needs will perhaps change in response to social and edu-
cational trends. 
The evolution of independent study will require updating and 
changing processes while continuing to provide a flexible, self-
paced alternative to group instruction. The issue is not whether 
printed material, video, or computers will be the dominant in-
structional tool in i~dependent study; rather, it is how these tools 
will be used to provide high-quality instructional packages for 
individual learners. 
Some university-sponsored high school independent study 
programs will undoubtedly adjust their mission to include cur-
rent technology and to use the materials developed for individual 
students to enhance or support group study. In those cases, op-
portunities for individual learners may cease to exist. Other pro-
grams will use technology to enhance independent study but con-
tinue their mission of working with individual learners. 
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Chapter 5 
Academic Credibility and the 
"Image Problem": 
The Quality Issue in 
Collegiate Independent Study 
Von Pittman 
No single issue in the history of collegiate correspondence 
study, now independent study, rivals the question of quality in 
magnitude or persistence.1 Administrators and other practitioners 
have always struggled to defend the credibility of the method, to 
seek greater acceptance of their instructional format within the 
academy, and to overcome the artificial barriers to its use. 
Within the American university, a negative attitude toward 
the correspondence methodology has endured-and too often pre-
vailed. This attitude has resulted from traditional academic sus-
This research was made possible in part by support from the Syracuse University 
Kellogg Project. 
1The terms "correspondence study," "home study," and "independent 
study" are used interchangeably in this essay, unless noted otherwise. When 
"Home Study" is capitalized, it refers to the formal name of the departments at 
the University of Chicago and Columbia University. 
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picion of-and resistance to-change, intellectual elitism, and the 
scandal-ridden history of proprietary correspondence schools. 
Getting Started: The Problems 
of a New Method· 
The earliest efforts to establish collegiate correspondence study 
in the United States foundered on the resistance of traditional in-
stitutions to grant transferability of credit, the coin of the aca-
demic realm. Illinois Wesleyan University, a Methodist Church-
affiliated institution, initiated the first collegiate program of non-
residential correspondence education in the United States in 1874. 
From its inception, this program faced vociferous opposition from 
"educators throughout the nation" (Cates, 1965, p. 19), as well as 
some of its own trustees. Both internal and external critics main-
tained that the school could not support a sufficiently high level 
of instructional quality through this methodology. Quality con-
trol measures, such as frequent revisions of the curriculum, failed 
to satisfy them. 
From all indications, the school's faculty and administration 
worked extremely hard to satisfy their critics. A priori assump-
tions about quality, rather than documented complaints or sys-
tematic investigations, provoked and sustained this successful re-
sistance to innovation. Illinois Wesleyan's executive board finally 
yielded to the interminable objections, announcing the program's 
end in June 1906 (Gerrity, 1976). 
Illinois Wesleyan' s rigor and standards did not, however, rep-
resent the norm during the last quarter of the nineteenth century. 
A number of colleges of that day offered degrees-up through 
the Ph.D.-via various kinds of in absentia programs. In 1898, the 
United States Bureau of Education, then in the Department of the 
Interior, surveyed all United States universities and colleges that 
conferred the Ph.D. Its report concluded that a number of these 
institutions 
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do not provide instruction leading to that degree, but allow stu-
dents to pursue the prescribed courses in absentia and to pass ex-
aminations at their homes under the supervision of a sentinel. (cited 
in Portman, 1978, p. 31) 
Institutions such as the University of Wooster (Ohio) and the 
American Temperance University (Tennessee) conferred advanced 
degrees on students who had earned a bachelor's degree, passed 
supervised examinations over courses of independent study, and 
submitted a thesis. Such schools used the term "correspondence" 
in referring to their nonresidential studies, even though they bore 
little resemblance to the structured format of true correspondence 
programs, such as those of Illinois Wesleyan or, later, the Univer-
sity of Chicago. According to Portman (1978), most of these mar-
ginal "universities" turned to correspondence programs for a des-
perately needed source of income. Naturally, neither their mo-
tives nor their methods inspired confidence. Thus, their abuses 
resulted in the demise of not only their own programs but also 
that of Illinois Wesleyan. Publicity about these questionable pro-
grams also forestalled the establishment of correspondence study 
at other institutions. 
Collegiate correspondence study enjoyed a rebirth beginning 
in 1892, with the founding of the University of Chicago, which 
featured a correspondence department in its Extension Division. 
New programs also emerged at a number of state universities, 
particularly in the Midwest. By 1915, the major universities of 19 
states offered correspondence study programs (Bittner & Mallory, 
1933). 
Unqualified acceptance, however, did not follow. The faculty 
and administrations of all of these schools, for example, imposed 
limits on the number of courses a student could take for credit 
toward a degree. The University of Chicago, which allowed up 
to half the required work by correspondence, represented the gen-
erous side. Most schools fixed an upper limit of one-quarter to 
one-third (Bittner & Mallory, 1933; Gerrity, 1976). Even the Uni-
versity of Wisconsin, indisputably a pioneer, refused to accept ex-
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tension courses-including correspondence courses-from any in-
stitution other than the University of Chicago, as late as 1930 
(Snell, 1930). 
A century later, it remains difficult to fully account for this 
institutional resistance to correspondence study as a bona fide me-
dium of instruction. However, some factors seem certain. The tra-
ditional academic opposition to change, bolstered with certain a 
priori assumptions about quality, certainly played a part. In addi-
tion, the democratic assumptions that provided the ideological 
justification for correspondence study clashed with the elitist ten-
dencies of many faculty members at the large, research-oriented 
universities. Finally, an unfortunate association with the often lu-
rid scandals and sleazy practices of the worst of the proprietary 
correspondence schools also played a role. 
Change, Credibility, and the Faculty 
The importance of faculty conservatism can hardly be over-
stated. A process that provided for teaching and learning outside 
the confines of a campus, with physical separation of teacher and 
student, seemed a quite radical idea in American universities in 
the late nineteenth and early twentieth centuries. In a time other-
wise noted for dynamic change within the industrialized nations, 
universities represented arguably the most conservative of all so-
cial institutions. As Bolton (1986) pointed out, while the medieval 
and Renaissance European universities had developed several dis-
tinct instructional models-lectures, group seminars, and one-to-
one tutorials-each rested on 
the unassailable presupposition that university teaching could and 
should take place only on campus. Without regular supervision by 
a duly accredited authority in the field it was impossible ta moder-
ate academic standards. (p. 9) 
Thus, from the origins of the university, educators equated qual-
ity with proximity. 
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At the second conference of the National University Exten-
sion Association (NUEA), in 1916, University of Wisconsin his-
tory professor Wayland Chase addressed the problem of faculty 
resistance. That professors were skeptical, he said, was only natu-
ral. As guardians of civilization's legacy, they should rightly be 
wary of "those whose claims seem to suggest threat or harm" (p. 
64). Yet, Chase declared, the advocates of correspondence study 
were finally beginning to win the skeptics over. 
Efforts at conversion, however, proved slow and halting. Not 
only critics of correspondence study, but even some of its propo-
nents accepted the assumption that its quality could never match 
that of the classroom. For example, Frank Herbert Palmer, editor 
of the influential journal Education, wrote an article in 1910 in 
which he extolled correspondence study. He nonetheless said, "It 
can never be favorably compared with oral instruction where the 
latter is available" (p. 47). 
In 1922, the University of Kentucky's dean of Arts and Sci-
ences told an NUEA audience about his reflexive reaction to ex-
tension in general and correspondence study in particular: 
I can remember when I fought Extension work and correspondence 
courses, but they got in anyway. We endured them for a time and 
then embraced them and made them a part of us. (Buchanan, p. 
15) 
Elsewhere, matters did not proceed so smoothly. Columbia 
University belatedly and grudgingly initiated a Home Study De-
partment in 1919. Its 1923 annual report revealed a lingering de-
fensiveness: 
We are well aware of the fact that correspondence instruction 
courses, no matter how carefully prepared or how faithfully com-
pleted, are not in good repute. (cited in Drazek, Mitchell, Pyle, & 
Thompson, 1965, p. 35) 
Deans of extension and correspondence study directors have 
always been sensitive to faculty suspicions and doubts-and anx-
ious to assuage them. A careful examination of the NUEA Pro-
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ceedings provides evidence that most of them, historically, have 
committed themselves to a level of quality at least equal to that 
of on-campus instruction. 
Democratic vs. Elitist Tension 
One dimension of the concern about quality and standards 
derives from a tension about the definition, mission, and clien-
tele of American universities, particularly during the last decade 
of the nineteenth century and the first three decades of the twen-
tieth. Some presidents, such as William Rainey Harper at Chi-
cago and Charles Van Hise at Wisconsin, proclaimed that univer-
sities had a democratic mission. Harper declared in 1892, 
To provide instruction for those who, for social or economic rea-
sons, cannot attend its classrooms is a legitimate part of the work 
of every university .... It is conceded by all that certain work among 
the people at large is desirable; those who believe in the wide dif-
fusion of knowledge regard it as necessary. (cited in Mallory, 1916, 
p. 42) 
At Wisconsin, Van Hise echoed Harper. He asserted that the 
dissemination of knowledge in a form accessible to all citizens 
was a part of the modern university's mission, equal in impor-
tance to research and residence teaching (Lighty, 1915). 
While presidents might have proclaimed democratic values, 
however, professors and other influential critics within higher edu-
cation frequently disagreed, framing their opposition in terms of 
defending "quality," "values," or "standards." At Wisconsin, some 
professors criticized Van Hise's emphasis on community service 
because it sacrificed "basic cultural values" to utilitarian goals 
(Gerrity, 1976, p. 88). The noted economist Thorstein Veblen 
scorned the Chicago program in his extended attack on William 
Rainey Harper in The Higher Learning in America (1918). Veblen 
defined an extremely narrow range of proper activities for uni-
versities, research and graduate education only. He called Harper's 
democratizing efforts, such as offering community service and ex-
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tension work-including correspondence study-frills, no more 
appropriate to higher education than football or fraternities. Such 
distractions, he said, inevitably degraded a university's quality. 
There is some irony in this because, according to Gerrity, Veblen 
served as a correspondence course instructor while at Chicago. 
Perhaps he did it for the money. 
As Bolton (1986) noted, distance education, including corre-
spondence study, usually occurs in democratic societies, particu-
larly those in which rural interest groups exercise influence, a 
proposition that helps explain the midwestern roots of collegiate 
correspondence study in the United States. Therefore, for those 
like Veblen who proposed an elitist university mission based on 
a European model of research and graduate education, correspon-
dence study represented the threat of a foolish commitment to 
mass education. 
Veblen's complaints pale in comparison to those of another 
highly influential critic of American higher education, Abraham 
Flexner. In Universities: American, English, German (1930), Flexner 
pointed to a direct link between extension courses and the "adul-
teration and dilution" of the University of Chicago and Colum-
bia student bodies. This diminishing quality was caused by the 
fact that 
the undergraduate student may have been enabled to satisfy a con-
siderable portion of the matriculation requirements by extension 
courses or by [high school] correspondence courses taken under the 
Home Study Department. (p. 55) 
Flexner challenged Chicago and Columbia for claiming cor-
respondence courses offered instructional quality on a par with 
resident classes. That people who enrolled in them believed such 
outlandish claims, he said, proved their gullibility. 
To an extent, the Columbia and Chicago programs were vul-
nerable to Flexner's charges. Both had emulated certain features 
of the large proprietary schools. They maintained representatives 
scattered around the country, essentially salesmen working on a 
commission basis. Both advertised widely in middle-brow maga-
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zines and Sunday newspapers. Columbia, in fact, employed a com-
mercial advertising agency (Langston, 1930). 
Flexner's acerbic comments about correspondence study, and 
the ensuing reaction, "seemed to foreclose evermore any chance 
for its success at Columbia or Chicago" (Gerrity, 1976, pp. 164-:-
165). The odd outcome of a 1933 review of Home Study at the 
University of Chicago (part of a full-scale self-study of the entire 
university) reinforced this assessment. 
By all objective measures, the faculty and students at Chi-
cago who engaged in correspondence study equalled or outper-
formed those who did not. The quality of instruction was clearly 
not a problem. The reviewers complained only that Home Study 
produced no original research and was thus not central to the 
university's mission. Unless it could be recast in an experimental 
model, they concluded, its continued existence was unjustified 
(Reeves, Thompson, Klein, & Russell, 1933). At Chicago, "qual-
ity" meant research, and only research. 
"Quality" became, and has remained, the catchword of both 
the critics and the defenders of university correspondence study. 
The "quality issue" has provided a focus for the professional ef-
forts and identity of collegiate practitioners. Early on, the National 
University Extension Association (NUEA), later renamed the Na-
tional University Continuing Education Association (NUCEA), 
developed three strategies to confront the problems presented by 
the quality issue: (1) to disassociate themselves from the commer-
cial correspondence schools in the minds of the public and the 
higher education community; (2) to encourage research that would 
establish the efficacy and comparative quality of their instructional 
methodology; and (3) to develop stated and widely accepted cri-
teria and standards of practice. 
Schools for Scandal: The "Matchbooks" 
The most visible burden of collegiate correspondence study 
has been an enduring and embarrassing association with propri-
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etary correspondence schools in the public mind. Historically, these 
profit-driven, entrepreneurial companies have ranged from fly-
by-night diploma mills-sometimes little more than post office 
boxes-to large subsidiaries of multinational corporations. Many 
were, and are, ethically and fiscally sound, offering a first-rate 
educational experience. Others have made the correspondence 
education format the target of scorn, laughter, and even prosecu-
tion. However, even the best-run, most ethical proprietary schools 
have frequently offended the more conservative sensibilities of 
their university counterparts. Their aggressive, flashy advertising, 
including of course the notorious advertisements on matchbooks, 
has in large part accounted for this distaste. 
Collegiate practitioners have always found it difficult to con-
vince the public, potential students, and their own faculty of the 
quality of their courses when faced with the conduct of slipshod, 
unethical, or downright corrupt proprietary school operators. 
Worse, the commercial operators have often used the same cli-
ches as the collegiate practitioners-"work at your own pace," 
"learn in the comfort of your home," and the like-thus further-
ing the public identification of the two sectors. This identifica-
tion, as strong as it is persistent, has been a constant source of 
embarrassment and frustration to the collegiate sector. Wedemeyer 
and Childs (1961), two of the more reflective of the university 
practitioners, have called the image created by the proprietary 
schools the single greatest hindrance to the success of collegiate-
level independent study. 
As both the collegiate and commercial sectors of correspon-
dence education expanded rapidly during the first decades of this 
century, relations between the two grew more strained. The colle-
giate directors, especially, did not want their work equated with 
that of people they considered fast-buck operators. In 1922, the 
director of extension at the University of Oregon called for gov-
ernment intervention to force the proprietary schools to either 
maintain minimal quality standards or shut down (Kilpatrick). 
In a 1926 book, John Noffsinger wrote a spectacular expose 
of commercial correspondence schools. While sympathetic to the 
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correspondence format, Noffsinger unsparingly pointed out the 
less savory aspects of the industry. His work led directly to the 
founding of the National Home Study Council (NHSC), a volun-
tary association of the more well-established proprietary schools. 
The newly created NHSC called for 
mutual improvement through promotion of sound educational stan-
dards and ethical business practices within the home study field. 
(cited in Greene, 1930, p. 84) 
In an obvious bid for credibility, the NHSC hired its critic, 
John Noffsinger, to direct the organization (Clark, 1965). The col-
legiate practitioners, however, remained wary of the proprietary 
schools, even the new NHSC affiliates. In 1954, the NUEA Board 
of Directors decided against any recognition of, or affiliation with, 
the NHSC (Subcommittee on Relations, p.- 115)~ 
In the 1960s the two organizations cooperated in the produc-
tion of the book Correspondence Instruction in the United States 
(MacKenzie, Christensen, & Rigby, 1968) and the comprehensive 
research project on which it was based. However, no further for-
mal ties between the public and private sectors have been ex-
plored seriously. On the whole, collegiate practitioners have re-
mained sensitive to the legacy and image of the "matchbook uni-
versity." 
The Fight for Respectability I: 
· Comparative Research 
The administrators of collegiate programs have expressed their 
concerns about academic respectability "regularly and sometimes 
bitterly" (Wedemeyer, 1976, p. 11). Their quest for respectability 
has centered around two themes: comparative research and the 
development of standards. Both have developed simultaneously 
and more or less continuously. 
Like other members of the academic community, correspon-
dence study administrators have generally expressed faith in quan-
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titative research and its power to persuade. Research on the ef-
fectiveness of the method, they have argued, especially studies 
that compare its educational outcomes with traditional face-to-
face instruction, would inevitably persuade doubters and lead to 
academic credibility. 
In 1929, the NUEA's Committee on Research called for "more 
scientific constructive research," with particular attention to 
analysis of correspondence course content in typical subjects in dif-
ferent universities. Comparison of method, quality, assignments, 
· amount of instructional service, practices in securing revision of 
courses, payment for new courses, etc. (Vogt, p. 36) 
The same year, a University of Kentucky faculty committee un-
dertook three research projects on correspondence study and ex-
tension in order to determine budget needs. The director of Ex-
tension told his NUEA colleagues, 
The value of these three studies to us is rather evident in establish-
ing in the minds of our faculty the fact that the student body do-
ing extension work is a rather stable, high grade, serious minded 
group, and so regarded by the members of the faculty who instruct 
them. Studies like this should establish a certain confidence in the 
minds of administrative officers and enable us to see the road ahead 
a bit more clearly. (Patrick, p. 85) 
Institutional research studies like Kentucky's became common. 
However, all too often they received no dissemination outside the 
sponsoring institutions. They rarely saw print, other than in the 
NUEA Proceedings. And in the absence of sophisticated research 
designs and peer review, their rigor was certainly suspect. In 1959, 
James and Wedemeyer argued that the lack of significant pub-
lished research had obscured the value of the correspondence 
method. However, they saw the volume of serious research fi-
nally beginning to increase. Future studies, they said, "will un-
doubtedly improve public understanding of correspondence study 
and increase its general use in education" (p. 87). 
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Gayle Childs, of the University of Nebraska, provided a co-
herent, well-reasoned, and student-centered rationale for practi-
tioner-directed research in a 1966 essay. While Childs clearly and 
emphatically linked research to the issue of quality, his argument 
did not center around the self-serving motive of seeking respect-
ability within the academy. Instead, he said, practitioners should 
perform research as a pragmatic, efficient means of improving edu-
cational practice. Research could provide answers to difficult prob-
lems, test conventional wisdom, and provide a basis for sound 
decision making. Beyond this, professionalism demanded it: 
We cannot, in good conscience, stand by and watch the rest of the 
educational world become more and more involved in research ac-
tivity while we continue to operate on the basis of subjective judg-
ment. (p. 129) 
Childs illustrated the problem's gravity by declaring that 
while instructional television had been in use only a few years, 
the amount of research data on it dwarfed that which had been 
generated in all of the history of correspondence study. While the 
volume of research on correspondence study that existed at the 
time of this essay was not great, the record did include a number 
of scattered studies comparing achievement, dating from 1924. In 
fact, practitioners, including Childs, had performed some of them; 
disinterested scholars, including graduate students and educational 
psychologists, had done the remainder. In all of these studies, stu-
dents in correspondence courses had either matched those enrolled 
in other instructional formats, in terms of educational outcomes, 
or exceeded them. 
Childs reported on his compilation of research studies at the 
1973 NUEA conference. He cited 37 empirical studies that had 
compared the achievement of students in correspondence courses 
with those enrolled in courses offered in other formats, this time 
including television courses and programmed learning. Again, stu-
dents in correspondence courses either matched or slightly ex-
ceeded the achievement of students taking the same courses via 
different formats. Instructional methodology seemed to make no 
significant difference. Childs found this surprising, given that so 
many of the studies had been based on hypotheses that presumed 
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differences in achievement would emerge according to the choice 
of instructional methodology. This finding led him to posit 
"Childs's first law of impact of method on the human organism," 
which reads: "Insofar as general educational methodology is con-
cerned, the brain doesn't give a damn" (p. 24). 
In 1990, Childs noted that more recent studies have focused 
not on correspondence courses, but rather on comparisons of tele-
vised instruction and the conventional classroom. The authors of 
these studies (Barker, Frisbie, & Patrick, 1989; Whittington, 1987) 
have tentatively reached the same conclusion-that no significant 
differences in learning outcomes based on instructional method-
ology have been established; And according to one (Whittington, 
1987), this lack of a positive result has been a matter of consider-
able disappointment to the proponents of electronic delivery. 
A great deal of recent research on distance education and in-
dependent study, however, has focused less on comparative out-
comes and more on such matters as attrition, organizational ef-
fectiveness, the attributes of learners and teachers, reward sys-
tems, and the impact of student services.2 In short, researchers, 
including practitioners, have concerned themselves less with jus-
tifying their format and more with improving the quality of prac-
tice. 
The comparative studies Childs (1990) cited, as well as more 
recent studies, amount to a compelling case in support of the 
proposition that correspondence study is fully as effective as-or 
at least no less effective than-any other teaching method. Yet, 
the hopes of several generations of independent study profession-
als that such evidence would persuade their fellow academics of 
the value, integrity, and quality of the methodology have not been 
realized. 
While their hopes may have been rational, the response within 
the university often has not. Mathematicians, natural and social 
2For example, see Feasley's (1983) compilation of research studies on dis-
tance education. 
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scientists, and humanists of all varieties demand the strictest of 
standards of evidence when dealing with theories and proposi-
tions within their own specialized fields. All too often, however, 
they do not recognize a need for the same standards of evidence 
and rigor when considering teaching methodologies. Even a di-
rect confrontation with contrary evidence may fail to sway them. 
Professor George Hartung of Wisconsin-Extension, for example, 
reacted to the inconclusiveness of comparative research with the 
remark 
Many students may learn more from CS [correspondence study] than 
from residence courses, but they don't experience that learning in 
quite as valuable a way. Correspondence courses have the content 
of residence courses but not the context. (1966, p. 92) 
In other words, even when you win, you cannot win. In es-
sence, Hartung, himself a correspondence course instructor, re-
acted to the existing evidence with a totally unverifiable, but 
deeply held, proposition. Unfortunately, his reaction probably rep-
resents the norm. 
An uncritical acceptance of the conventional wisdom and a 
resort to stereotypes should be out of place within the large re-
search universities that house most NUEA independent study of-
fices. However, they comprise a persistent-and perhaps immu-
table-part of the environment. Given this reality, universal cred-
ibility may be a lost cause. 
The Fight for Respectability II: 
The Drive for Standards 
The NUEA, from its founding meeting, made establishing and 
defending standards of quality a major theme. As Edelson (1990) 
demonstrated, the founding members saw their organization's ex-
clusivity-it limited membership to "university grade" institu-
tions-as a means of maintaining quality. Restricted access, they 
believed, would enable the members to claim respectability for 
their off-campus and correspondence courses. They intended to 
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base their claims on the reputations of their institutions, rather 
than on instructional methodology. Thus, NUEA institutions 
would rank higher than other types of schools offering correspon-
dence courses. Hervey Mallory, secretary of the University of 
Chicago's Home Study Department, urged the delegates to main-:-
tain the "university grade" requirement because, "I simply want 
to exclude those which are not of recognized standard" (1915, p. 
218). 
During the first three decades of the NUEA' s existence, cor-
respondence study and off-campus classes represented by far the 
greatest part of the activity of the member schools' extension di-
visions. Both critics and supporters tended to lump the two teach-
ing formats together. By 1920, the NUEA had defined the semes-
ter hour as the standard unit of credit for correspondence study 
(Edelson, 1990). It also called for the standardization of practices 
within correspondence departments. Most importantly, it recom-
mended that all courses, and the instructors who would teach 
them, should be approved by on-campus academic departments 
(Henderson, 1920). 
Later reports provided greater detail, but this 1920 action en-
dured as the basic code for all extension courses until 1955 
(Edelson, 1990). In developing uniform nomenclature and stan-
dards, the NUEA had deliberately chosen not to draw up sepa-
rate rules for correspondence study. However, various educational 
associations repeatedly asked the organization for a statement of 
standards specifically for correspondence courses. The Associa-
tion responded in 1931 by adopting "Correspondence Study Stan-
dards." This document consisted of eight "rules." Most impor-
tantly, it specified the creation of a trained professional staff, with 
adequate administrative support. As Bittner and Mallory (1933) 
noted, the NUEA intended that this list of standards would es-
tablish correspondence instruction as an accepted-but unexcep-
tional-part of the university's teaching mission. 
The matter of standards, and of defending quality, was no 
small matter to the NUEA member institutions. Besides having 
to convince their own faculties, they had to deal with various 
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educational associations and governmental bodies. In 1936, the 
Conference of Deans of Southern Graduate Schools, over bitter 
protests from the NUEA, adopted the simple statement "No cred-
its toward graduate degrees may be obtained by correspondence 
or extension study'~ (cited in Lowry, 1938, p. 101). Although the 
recognized regional accrediting agency in that area, the Southern 
Association of Colleges and Schools, never adopted this statement, 
it had a chilling effect on the offering of graduate credit via cor-
respondence courses (Committee on Southern Association Regu-
lations, 1939, p. 128; Lowry, 1938). 
It was just this sort of sanction that the NUEA hoped to fore-
stall with its periodic reports, "rules," and standards. The asso-
ciation resisted the idea of becoming-or appearing to become-
an accrediting association; instead, it maintained that member cor-
respondence study departments were integral instructional units 
within their universities. Thus, quality control was a matter re-
served for those institutions, and the regional associations that 
accredited them. In spite of this· official position, however, and 
without intending to do so, the NUEA gradually assumed a quasi-
official accrediting status. 
The NUEA never became completely comfortable with its 
emerging role as a kind of sanctioning or accrediting body. The 
NHSC's aggressive aspirations to gain such a status made NUEA 
members even more uncomfortable. In 1959, the U.S. Office of 
Education designated the NHSC's Accrediting Commission a "na-
tionally recognized accrediting agency" (Clark, 1965, pp. 10-11). 
The NUEA feared the government might now recognize the NHSC 
as the arbiter of standards and practices for all correspondence 
instruction, regardless of its institutional source. 
Research to this point has not revealed a direct link between 
the Office of Education's action and the push within the NUEA 
toward more detailed written standards for correspondence in-
struction. However, this development was certainly a factor. Prob-
ably equally important was the growing professionalism among 
NUEA practitioners. In 1955 the organization adopted a division 
structure, with Correspondence Study as one of the five charter 
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units. The status and autonomy of the division structure, it can 
be argued, resulted in a new sense of coherence and common 
purpose. 
The new Correspondence Study Division's governing body, 
its Administrative Committee, met in Iowa City in September 1959, 
· "to evaluate our prospects of becoming a nationally recognized 
organization in the field of home study" (Davies, 1960a). Those 
in attendance quickly agreed that "A Statement of Standards and 
Criteria for College and University Correspondence Study" should 
be a critical part of such an effort (Division of Correspondence 
Study, 1960, p. 44). 
In January 1960, several leaders of the Division, including 
Leonard Stein of the University of Chicago, F. Lloyd Hansen of 
Minnesota, Charles Wedemeyer, and Gayle Childs, asked George 
Daigneault, assistant director of the Center for the Study of Lib-
eral Education for Adults (CSLEA), for help in developing uni-
form standards of practice (Hansen, 1960). · 
Daigneault and the CSLEA agreed to assist in presenting a 
special workshop to create a "Code of Standards." John Davies 
pointed to the need for standards "we can publicize as the quality 
control factors [author's emphasis] of our ... service" (Davies, 
1960b). This call for the development of standards obviously 
touched a nerve. More than half of the 51 NUEA schools then 
offering correspondence courses sent representatives to Chicago 
for the workshop. 
Wedemeyer opened the meetings on April 7 with a speech 
explaining the urgent need not only to develop, but to proclaim, 
measures of the quality of collegiate correspondence study in or-
der 
to hasten the new professionalism of correspondence study through 
boldly and fearlessly proclaiming our high standards, through at-
tracting better qualified staffs, through better instructional processes, 
and better acceptance of correspondence study. (Wedemeyer, 1961, 
p. 3) 
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It is clear from the text of his speech that Wedemeyer saw 
the need to improve the actual quality of correspondence instruc-
tion as only one part of the rationale for standards. He also wanted 
to use them to boost the credibility of correspondence programs 
within the higher education community. The Office of Education's 
endorsement of the NHSC' s Accrediting Commission appalled 
him. He found the NHSC Commission's subsequent offer to /1 ac-
credit" correspondence programs of NUEA schools, /1 after appro-
priate examination," particularly galling (1961, p. 2). Wedemeyer 
called for no less than wresting leadership in correspondence 
study away from the commercial operators and into the univer-
sity. 
The workshop participants. reviewed and redrafted working 
papers, debated various measures of quality, and created a divi-
sional Committee on Criteria and Standards. This group presented 
a first draft of a criteria and standards document to the Corre-
spondence Study Division at the· 1961 NUEA conference. The Di-
vision ratified it in 1962 (Division of Correspondence Study, 1962; 
Wedemeyer, 1984). 
The following year, after the adoption of 11nonsubstantive" 
editorial changes, the NUEA's Board of Directors adopted the 
Division's document, entitled Criteria and Standards (C & S), thus 
making it officially association policy (Division of Correspondence 
Study, 1963, pp. 63-64). The Executive Committee of the NUCEA 
Board affirmed this status in 1980, by directing that association 
visitation teams use these standards when evaluating the appli-
cations of prospective new members (Executive Committee, 
NUCEA, 1980, p. 1). Unfortunately, recent actions by the NUCEA's 
Committee on Liaison for Accrediting and Standards in Continu-
ing Education (CLASCE) revealed that the NUCEA has neither 
institutional memory of, nor regard for, its earlier actions.3 
3In 1990, this committee recommended standards and procedures for all 
facets· of continuing higher education, including independent study. Unfortu-
nately, this report betrayed a lack of familiarity with the independent study 
method and the extant Criteria and Standards. After much discussion, the 
NUCEA' s Board of Directors indefinitely tabled the CLASCE report. 
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The Correspondence Study Division-after 1968 the Indepen-
dent Study Division-has maintained its Criteria and Standards 
Committee continuously since 1961. This group continues to moni-
tor trends and suggest changes. The Division has enacted many 
minor and several major revisions of its Criteria and Standards as 
the times and changing technologies have demanded. 
Formal codified standards of quality have not fulfilled all the 
hopes of their authors. For example, universities have not ended 
such arbitrary practices as limiting the number of hours toward a 
degree that may be earned through independent study. Yet the 
creation and maintenance of Criteria and Standards must be con-
sidered a remarkable achievement. Criteria and Standards has been 
used in many self-studies, external reviews, and visits by accred-
iting teams from the various regional associations. Other organi-
zations in the field of distance education have consulted this docu-
ment before drafting their own quality standards. 
Although the impact of C & S has been disappointing in terms 
of increasing the stature and credibility of independent study on 
university campuses, the effort has, nonetheless, borne fruit. It 
seems clear that the Correspondence Study /Independent Study 
Division's efforts in initiating and upholding stated criteria and 
standards have had a positive impact on the maintenance of qual-
ity. And in the final analysis, the actual quality of instruction and 
operations easily exceeds in importance winning the esteem of 
others. And quality has definitely been served. 
Playing the Foil: 
Independent Study and the 
Electronic Media 
Currently, the most vocal and frequent criticism of the qual-
ity of traditional print-based independent study originates not 
with the traditional faculty guardians of academic quality, but with 
some proponents-learned and otherwise--of various electronic 
course delivery media. These critics seem to think that by alleg-
128 VoN PnTMAN 
ing weaknesses in the print-based medium they can confirm the 
worthiness of their own delivery systems. 
Some promoters of televised college courses, for example, 
have sought to contrast what they perceive as weaknesses in the 
quality of correspondence delivery with the promise of their me-
dia. In a recent book on instructional development (Johnson and 
Foa, 1989) Jocelyn Calvert observed that because of institutions 
like the British Open University and the Annenberg/Corporation 
for Public Broadcasting [telecourse] Project, the "simple correspon-
dence course raised its aspirations." Distance education standards 
rose, she said, "as models of higher instructional quality became 
available" (Calvert, 1989, p. 96). 
This sort of glib assurance characterizes the proponents of 
telecourses. They remain adamant in spite of. a remarkable lack 
of evidence (Childs, 1990), recent studies that have cast serious 
doubts on the effectiveness of the BOU's televised components 
(Harris, 1987; Willen, 1988), and the uncertainty about the 
Annenberg/CPB Project's future, following the loss of its major 
funding source. This uninformed proclamation of superiority is 
not surprising, given that telecourse promoters continued to offer 
the University of Mid-America as the prototype of a successful 
consortium for several years after its total collapse (Pittman, 1985). 
The uncritical acceptance of the assumption that electronic 
delivery necessarily begets a higher standard of quality is, of 
course, annoying when delivered by persons enamored with hard-
ware, but lacking familiarity with the independent study method. 
However, it truly rankles-and is not so easily dismissed-when 
coming from continuing education professionals who know the 
field well. In a much-quoted article, J. 0. Grantham, a pioneer in 
satellite teleconferencing, suggested that if continuing education 
administrators would "shake the dust off" traditional correspon-
dence study and add television components, they could then cre-
ate "sophisticated" programming (1982, p. 30). 
Becky Duning (1987), another teleconference promoter, as well 
as a former director of a university independent study program 
Academic Credibility and the "Image Problem" 129 
and chairperson of the Independent Study Division, took the qual-
ity argument in a different direction. Many independent study 
directors, and the Division itself, she said, were becoming irrel-
evant to the field of distance education because of their failure to 
boldly embrace the new technologies and to support and applaud 
those who did. In essence, she shifted the quality argument to 
the caliber of the practitioners themselves, who she saw as overly 
cautious, inward looking, unassertive, and above all, tragically 
unconvinced of the inevitability and superiority of electronic 
course delivery. 
After a century of efforts to validate the method through re-
search, and a long and ongoing process of developing standards 
of quality, not only do university independent study programs 
remain under siege, they face attackers advancing from more di-
rections than ever. And those who are fellow advocates of dis-
tance education are perhaps the most bothersome of all. As noted 
above, electronic delivery systems have not measurably improved 
student performance, as compared to either classroom or corre-
spondence instruction (Childs, 1990; Whittington, 1987). The car-
casses of expensive, failed schemes litter the landscape. One can 
only speculate that the shrillness of independent study's critics 
derives from frustration. In spite of all of the glowing promise, 
the electronic media they champion, like correspondence study, 
have failed to win over the university faculty. 
Advocates of both electronically delivered and print-based dis-
tance instruction should realize that their common concerns and 
interests outweigh their differences; both are victims of the qual-
ity issue. And "quality" still represents the major source-pur-
portedly at least-of resistance to all forms of distance education 
by academic conservatives, particularly those at research-oriented 
universities. Were all distance education practitioners to recog-
nize their commonality of interests, perhaps they could begin to 
make progress on this front. Strong print materials can only 
complement electronic course delivery; and the use of telecom-
munications media should enhance print-based courses. 
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That various factions of distance education practitioners are 
trying to promote their interests by denigrating the quality of the 
product offered by their peers is unfortunate. Distance education 
is not a zero-sum game. A greater public and academic accep-
tance of the broadest possible concept of distance education as a 
range of high-quality alternatives to traditional resident instruc-
tion can only benefit all factions. The interests of independent 
study professionals are now irrevocably entwined with those of 
all other university-level distance education practitioners. Where 
acceptance, public image, and recognition of quality are concerned, 
for any of us to succeed, all of us must succeed. 
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Chapter 6 
Electronic Media 
and Independent Study 
Marvin Van Kekerix 
and 
James Andrews 
The new electronic media are often touted as the "wave of 
the future" in distance education. In some cases, their champions 
have even predicted the impending demise of traditional corre-
spondence instruction and its replacement with telecommunica-
tions-based delivery systems (Pittman, 1987). Among the tech-
nologies touted over the years have been the telephone, radio, a 
variety of broadcast television applications, computers, audiocas-
settes, videocassettes, the video disk, and a host of other elec-
tronic media. Correspondence study providers regard such de-
velopments with a mixture of joy and apprehension. The joy is 
prompted by the tremendous potential that each new develop-
ment has to enhance traditional correspondence study. The ap-
prehension is prompted by the less-than-impressive record of 
many past attempts to enhance correspondence study and by the 
tenacity of print-based independent study (Duning, 1987). 
This chapter will briefly review the past twenty-five years of 
efforts to integrate correspondence study with electronic media, 
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beginning with the many calls for such efforts in the mid-to-late 
1960s. The theses of this discussion are that new technologies have 
been less effective in improving correspondence education than 
anticipated, that correspondence study educators have not played 
the influential role originally envisioned in using electronic media 
to reach distance learners, and that efforts to integrate electronic 
media with correspondence instruction encountered challenges not 
anticipated by the early enthusiasts. The analysis is focused on 
an examination of the evolution of the issues from the perspec-
tive of those within the National University Extension Association 
(NUEA), later the National University Continuing Education As-
sociation (NUCEA), and specifically from the point of view of 
the membership of the Correspondence Study Division, later the 
Division of Independent Study. The chapter concludes with some 
points for consideration as correspondence education moves into 
its second century. 
The Era of Enthusiasm 
Efforts to integrate electronic media with the correspondence 
study method have a long history. As early as 1933, Bittner and 
Mallory noted some enthusiasm for radio as an electronic en-
hancement to correspondence study. A number of colleges and 
universities in the United States offered credit courses via radio 
during the 1920s and 1930s, but by 1940 radio was no longer used 
extensively (Pittman, 1987). During the 1950s and 1960s broadcast 
television was widely heralded as the technology that would 
revolutionize education. Many independent study providers were 
especially enthusiastic about television's potential to enhance cor-
respondence education. In his review of the status of correspon-
dence study in the mid-1960s, Charles Wedemeyer (1966) noted a 
trend toward the use of new media and new technology in teach-
ing by correspondence. 
Much of the literature of the day advocated applying a sys-
tems approach to dista~ce education in which a variety of media 
and formats would be utilized with each 
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In the 1950s and '60s many independent study professionals lauded broadcast 
television as a technology that would revolutionize education. 
given the function it can best perform, based upon the testing of 
formats and components and the selection of methods because of 
demonstrated efficiency. What is sought here is a system which re-
inforces correspondence study with audio and visual communica-
tions but which keeps the student free from rigid learning sched-
ules so he can go at his own pace. (Wedemeyer, 1966, p. 11) 
In such a scheme correspondence study was seen as the founda-
tion of a teaching/learning system that included electronic media 
in a variety of supporting and enhancing roles. It was anticipated 
that effort would be focused on providing the individual learner 
with the best learning experience possible using whatever form 
of media proved to be most effective. 
Furthermore, many correspondence study educators hoped to 
lead the development and adaption of electronic media in distance 
education in ensuing decades. Wedemeyer (1966), for example, 
argued that 
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correspondence educators are uniquely prepared to participate in 
the development of learning systems to work with specialists from 
other media and content authorities .... [The correspondence study 
educator's] experience in designing courses for a one-to-one per-
sonal relationship between the teacher and learner who are sepa-
rated is likely to be a key factor in the design, acceptance, and suc-
cess of the new type courses. (p. 14) 
Part of the appeal of the new media was its predicted ability 
to open access to education on a much greater scale than ever 
before. For educators already committed to expanding educational 
opportunities, the mass media in particular appeared to open the 
door to many potential students who had been denied access in 
the past. Television appeared to be the key to that door. John 
Davies (1963), who served as the chair of the NUEA's Division of 
Correspondence Study in 1960, noted that 
[n]ever has the opportunity of reaching into the actual home been 
so startling as the opportunity given through television. Here is the 
open door to those of us who find it possible to bring to the atten-
tion of adults the opportunity of vigorous and vital learning, and 
the chance to tie such learning to planned programs of reading and 
study that will assure high quality and accomplishment. (pp. 20-
21) 
These educators envisioned the future of correspondence 
study in the integration of electronic media and traditional corre-
spondence study. By incorporating a variety of media, each of 
which would be used where it would have the greatest impact 
on the effectiveness of the teaching/learning transaction, corre-
spondence study educators envisioned improving the effectiveness 
of instruction and expanding access to education. Given their ex-
pertise and experience in providing instruction to learners who 
were separated from the campus, these educators expected to play 
a significant role in such developments (Pittman, 1990). Many of 
the leaders in the field anticipated that they were on the verge of 
a new era in distance education, that correspondence study pro-
viders would play an important role in that new era, and that 
electronic media would be an important factor in correspondence 
study in the future. 
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With twenty-five years' hindsight, it appears that correspon-
dence education did not develop quite like the electronic media 
enthusiasts within the field anticipated. Significant efforts to reach 
distance learners through extensive utilization of electronic me-
dia were begun during the 1960s and 1970s. They often fell far 
short, however, of their lofty goals. In fact several, most notably 
the State University of Nebraska program and its derivative the 
University of Mid-America, were spectacular failures. Moreover, 
these ventures often went forward without extensive, or in some 
cases even minimal, involvement by correspondence study edu-
cators (Wedemeyer, 1975). As one author has noted, even within 
correspondence study programs the media have "been embraced 
on a scale far smaller than might have been hoped or expected" 
(Duning, 1987, p. 41). In gatherings at professional meetings, cor-
respondence study educators often share horror stories about their 
Gayle Childs (seated, to right of television set), director of correspondence study 
at the University of Nebraska, meets with course instructors in 1959. Corre-
spondence instructors were "uniquely prepared" to work with media specialists 
and content authorities to develop new learning systems. 
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frustrating attempts to integrate electronic media and correspon-
dence education. 
The questions that emerge from this discussion are, Why did 
the electronic media have much less impact on correspondence 
study than anticipated and why were correspondence study edu-
cators less a factor than they anticipated in the extensive use of 
media to reach distance learners? The answers may stem from 
several factors, but three seem to be paramount: the effectiveness 
of media in improving learning, the cost of the media, and basic 
characteristics of correspondence study inherent to the use of 
many electronic media. 
Problems in Teaching and Learning 
by Correspondence 
A basic premise behind the systems approach to integrate elec-
tronic media and correspondence education was the contention 
that the media would provide a key to overcoming weaknesses 
in the correspondence study method. A starting point for identi-
fying those weaknesses is found in Gayle B. Childs's (1971) and 
Wedemeyer's (1971) classic analyses of the problems of teaching 
and learning by correspondence. Beginning with the assumption 
that all instructional situations contain the same essential elements, 
Childs identified several problems that emerge when the situation 
involves correspondence study. Primarily these problems result 
from the extensive reliance on the printed word in the communi-
cation process and the two-phased nature of the method. 
In the first phase of correspondence instruction, the student 
interacts with the texts and printed material prepared by the in-
dependent study provider, generally in the form of the study 
guide. The study guide indicates what the learning objectives are, 
what learning experiences are to be undertaken in order to attain 
the objectives, and what resources will be used in the learning 
process. During this first phase the learner is isolated from the 
teacher and from other learners. In the second phase, the learner 
Electronic Media and Independent Study 141 
interacts with the instructor through the submission of evidence 
of learning, usually in written form through the mail. 
The heavy reliance on written instruction prepared before the 
student actually enrolls makes accommodating individual differ-
ences difficult during the first phase of correspondence instruc-
tion. Correspondence study is a rather rigid instrument that typi-
cally channels all students-whatever their background, experi-
ence, interest, or capability to learn-through the same set of learn-
ing experiences with little regard for their readiness to learn. In 
addition, there are limitations on the ability of the printed word 
to generate interest in a learning task. The success of the method 
is, therefore, heavily dependent on the motivation of the learner-
a motivation that is internal to the student and that is beyond 
the influence of the provider of the learning experience. 
The reliance on the written word as the primary, if not the 
only, means of communication also puts a premium on clear 
written expression during both the teaching and the learning 
phases of the process. During the first phase the burden is clearly 
on the author of the study guide. As Childs (1971) noted, the 
study guide must incorporate language that "may not possibly 
be misunderstood" (p. 114). In addition, the physical separation 
of the learner and teacher during correspondence study means 
that the teacher cannot sense when a misunderstanding occurs 
and take immediate corrective action. Corrective action cannot 
come until the learner moves into the second phase of the pro-
cess. Finally, there are limitations to the ability of the written word 
to convey meaning or understanding. To enhance understanding 
requires more than simply reading about things. Ideally, the teach-
ing /learning experience should include seeing things, hearing 
things, and doing things. 
During the second phase of the traditional correspondence 
study method, the student interacts with the instructor as he or 
she submits evidence of learning for evaluation. The primary form 
of this interaction is also the written word relayed from learner 
to instructor and back through the mail. Reliance on the written 
word may limit the communication process. An additional prob-
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lem emerges from the physical separation of the teacher and 
learner, which often results in a delay between the submission of 
evidence and the validation of the learning that has taken place. 
This delay may mean that the learner will carry forward incor-
rect learning into the next learning task and/or that by the time 
the feedback is received, the learner might be so removed from 
the learning that it will no longer have immediacy. Furthermore, 
the second phase may contribute to the isolation of the learner, 
who often has little or no opportunity to interact in a face-to-face 
manner with either the instructor or with other students. 
Given these problems of learning and teaching, the advocates 
of integrating electronic media and correspondence education 
looked at how to use media to improve these two phases of the 
teaching/learning transaction. In the first phase of correspondence 
instruction, some forms of electronic media appeared to offer 
considerable promise for motivating interest in the learning task. 
The compelling nature of media such as television and film was 
widely accepted. Thus, one role envisioned for the electronic me-
dia was as a motivational device that would encourage learners 
to undertake learning tasks and to complete them even when the 
media no longer were directly involved. No longer would corre-
spondence instruction be solely dependent on the internal moti-
vation of the learner. In addition, some electronic media appeared 
to reduce the reliance on the written word to convey meaning in 
the learning transaction. Here was an opportunity to use seeing 
and hearing and, in some cases doing, as well, to enhance learn-
ing. Learners could use television or films to observe experiments 
or to see real phenomenon in full motion, complete with color 
and sound, rather than relying on a written description. In the 
case of the teaching machine or programmed instruction, the 
learner might actually interact with the course content and re-
ceive immediate validation of the learning that had taken place. 
The media also appeared to offer a variety of means for 
overcoming the delay in providing feedback and for reducing the 
isolation of the learner. Two of the electronic media advocated in 
this regard were the telephone and the computer. These media 
offered the potential for contact that could be much faster than 
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the mail and, in the case of the telephone, would enhance the 
written word as well. 
Thus, combinations of electronic media, it was hoped, would 
vastly improve the learning effectiveness of the traditional corre-
spondence study method during both phases of the teaching/ 
learning transaction. During the 1970s and 1980s numerous ef-
forts were made to enhance correspondence study with electronic 
media. Most were designed to address various aspects of the cor-
respondence study method that were widely perceived as need-
ing improvement. Electronic media pressed into service included 
the telephone, television, radio in the earlier years, audiocassettes, 
videocassettes, and in the 1980s, computers. Rather quickly, how-
ever, doubts about the net effect of such efforts began to emerge. 
The Issue of Learning Effectiveness 
As media enthusiasts began to attack the problem of heavy 
reliance on the written word in the first phase of instruction, they 
discovered that the electronic media also had limitations. As Wylie 
and Takushi (1980) noted, 
[T]echnology can enhance learning by making content more diverse 
and more accessible, but telecommunications presentations still pro-
vide a rather shallow treatment of subject matter in comparison to 
the learner's self-directed study by other means, such as extensive 
reading or personal experience. (p. 93) 
Critics of video-based courses have accused them of fostering the 
"trivialization of instruction," of promoting the "homogenization 
of instruction," and of infringing on the role of the faculty 
(Grossman, 1987, pp. 6 and 9). Others have noted that students 
do not actively engage in the learning process when the teaching 
is presented via television (Bates, 1984). In a similar manner, pro-
grammed instruction has been accused of oversimplifying con-
tent matters and, when used in conjunction with computers, of 
being restricted to drill and practice exercises, or to simulations 
that do not convey the full complexity of the content. 
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Attempts to use electronic media in the second phase have 
also met with limited success. The widespread establishment of 
tollfree telephone numbers provided an inexpensive means for 
students to establish direct communication with their instructors. 
The success of such enhancements is still limited by the availabil-
ity of the instructor to participate in the communication. In addi-
tion, much of the evaluation material is still provided in written 
form and, therefore, remains dependent on written expression. As 
in traditional classrooms, there are often delays in returning evalu-
ated material to the student. These limitations of distance educa-
tion parallel problems in campus instruction. 
Even more serious doubts about the effects of electronic me-
dia on learning were raised by research studies conducted dur-
ing the late 1960s and the early 1970s. Based on his analysis of a 
project involving the integration of broadcast television and cor-
respondence study at the high school level conducted at the Uni-
versity of Nebraska, as well as a review of similar experiments 
conducted elsewhere, Childs, who was an early enthusiast about 
the application of electronic media such as television to correspon-
dence study, asked whether the media were having an influence 
on teaching/learning effectiveness (Almeda, 1988). In a 1973 ad-
dress to the Independent Study Division of NUEA, Childs pointed 
to study after study that indicated no significant difference in 
learning effectiveness between approaches that included media 
and those that did not. In that address, he advanced Childs' first 
law of impact of method on the human organism: "In so far as 
general educational methodology is concerned, the brain doesn't 
give a damn" (Childs, 1973, p. 24). 
From the perspective of two decades of continued experi-
mentation, there is little to contradict Childs' conclusion. As Ri-
chard Clark (1983) noted in his review of research related to the 
use of technology in education, 
Five decades of research suggest that there are no learning benefits 
to be gained from employing different media in instruction, regard-
less of their obviously attractive features or. advertised superior-
ity .... The best current evidence is that media are mere vehicles 
that deliver instruction but do not influence student achievement 
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any more than the truck that delivers our groceries causes changes 
in our nutrition. (p. 450) 
This conclusion is reinforced by current research that confirms 
that correspondence study, as well as telecommunications-based 
distance education, is as effective as conventional education (Clark 
and Verduin, 1989; Whittington, 1987). The research does not in-
dicate a clear advantage for one form of media or any combina-
tion of media over any other. In short, the idea that integration of 
electronic media with correspondence study would improve the 
teaching/learning transaction has not been substantiated. This 
conclusion contradicts one of the major reasons for advocating 
the integration of media and helps to explain why that integra-
tion has not proceeded at the pace originally envisioned. Had there 
been a dramatic improvement prompted by the integration of elec-
tronic media with the written word, it is likely that the integra-
tion process would have taken place much earlier. Lacking such 
clear-cut direction, the integration of electronic media continued 
on a much slower and more modest scale. 
The Issue of Cost 
A second factor inhibiting the rapid integration of the elec-
tronic media with correspondence education was the high costs 
involved. Ironically, as it turned out, much of the rhetoric of the 
media enthusiasts included claims that extensive media utilization 
in distance education would lead to lower costs. The vision 
championed was one of producing high-quality instructional ma-
terials, featuring the best teachers, that would achieve universal 
acceptance by institutions of higher education and that would be 
offered to large audiences of previously unserved or underserved 
learners. According to this scenario, the high initial costs of pro-
duction would be more than offset by the size of the audience. 
The resulting economy of scale would lower the cost of higher 
education. 
Experience demonstrated that media enthusiasts greatly un-
derestimated the cost of course production when electronic me-
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dia were extensively used. This was particularly true when the 
production models involved multiple media. For one thing, in-
troduction of media greatly expanded the complexity of the course 
production process. Instead of a course production team composed 
of an author, who also served as the content specialist, and an 
editor (a model of course production followed by most correspon-
dence study providers), the new production team might include 
content specialists, instructional designers, media specialists, print 
production specialists, and a host of others. One course produc-
tion model advanced by planners at the University of Mid-
America involved twenty-two people, each fulfilling a different 
function in the overall production task and an eighteen-step course 
design process (Van Kekerix, 1986). Furthermore, course produc-
tion involving electronic media also required access to expensive 
equipment and facilities, particularly when high-quality broad-
cast television or sophisticated computer-based instruction was 
involved. 
As a result, the early efforts to use electronic media encoun-
tered inflated production costs, often far beyond any of the pre-
dictions. This high cost was a factor in the demise of several early 
efforts to use media to open access to higher education. Even to-
day, cost continues to be a significant barrier to integration of 
media such as television, where the cost of production can be 
more than $2,000 per minute (Wiesner, 1987). Nor is television 
the only technology that is expensive. The design and production 
of computer-based instruction also involve equipment and design 
expertise that dramatically increases course development costs 
(Lauzon & Moore, 1989). Experience in the Open University indi-
cates that it takes an instructional design professional two to four 
months to prepare a one-hour computer-assisted learning exer-
cise (Scanlon, Jones & O'Shea, 1987). Interactive video has proved 
so difficult and expensive to produce that it remains beyond the 
reach of most universities and corporate-training divisions (John-
son, 1987). Even the more modest cost involved in the produc-
tion of broadcast-quality radio production can be a barrier to full-
scale integration (Takemoto, 1987). 
Electronic Media and Independent Study 147 
The magnitude of the costs in using media deterred many 
correspondence study educators from large-scale integration. The 
expense involved proved beyond the reach of many correspon-
dence study providers, who typically rely upon the income from 
student tuition or modest state appropriations to sustain their op-
erations. As a result, many of the American efforts to use elec-
tronic media in distance education relied on funding from sources 
external to institutions of higher education, often from a combi-
nation of private and public sources at the national level. 
A consequence of this reliance on external funding was an 
emphasis on the more glamorous attributes of the new technolo-
gies, often at the expense of the more traditional correspondence 
study approach. In fact, initiators of some of the more successful 
attempts to attract funding went out of their way to contrast the 
"new" approaches to the "old" approach of correspondence edu-
cation, promising to improve the learning effectiveness of distance 
education. Leaders of such efforts often purposely distanced them-
selves from correspondence study providers because they did not 
wish to be viewed as just another form of correspondence study 
(Van Kekerix, 1986). Thus, one result of the high costs of using 
media and the consequent need for external funding was to iso-
late many correspondence educators from the highly visible ef-
forts to integrate media on a grand scale. 
Questions about the cost-effectiveness of integrating media 
with correspondence study inhibited the rapid advancement en-
visioned in the mid-1960s. Lacking the substantial funding needed 
to undertake these efforts on a large scale and denied involve-
ment in securing major funding from outside sources-at least in 
the beginning-correspondence study educators did not play the 
role originally envisioned by Wedemeyer and others. Conse-
quently, many of the larger efforts at integrating electronic media 
continued with minimal involvement by correspondence study 
educators. 
Cost was not the only barrier, however, for correspondence 
study providers. In many cases, the integration of electronic me-
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dia involved a considerable, though often unrecognized, challenge 
to fundamental aspects of correspondence study concerning 
learner access. 
The Issue of Learner Access 
The high costs might have been acceptable if large numbers 
of learners had rushed to participate in the courses that used elec-
tronic media. Unfortunately, there was a less-than-overwhelming 
response from learners. The numbers of participants in many of 
the early courses were dissappointingly low, casting serious doubts 
on the media's ability to open access to higher education on a 
grand scale. Several factors contributed to the lower-than-expected 
enrollments. Early experience with television delivery indicated 
that there were many more barriers to participation than simple 
access to programming. Furthermore, the barriers were individual 
student matters that were largely outside the providers' influence. 
These barriers included inadequate financial resources, inadequate 
time to devote to learning, and a variety of academic and learn-
ing problems (Walsh, 1975). An additional factor in the lower en-
rollments was the lack of a curricular focus in the early efforts to 
utilize electronic media. Too often the curriculum offered a smat-
tering of courses that led to no particular educational goal. 
Significant steps toward reaching the critical mass of students 
with a critical mass of courses have been taken in telecourse de-
velopment. A substantial number of high-quality courses are now 
available (Miller, 1988). A major contributing factor has been the 
commitment of $10 million a year over a ten-year period for the 
production of telecourses through the Corporation for Public 
Broadcasting/ Annenberg Project. This commitment is comple-
mented by the continuing efforts of other production units such 
as the International University Consortium, Dallas Community 
College, and Coastline Community College. Questions remain, 
however, about how to make these telecourses widely available 
(Miller, 1988). Although an increasing number of independent 
study programs are using telecourses to help meet the needs of 
distance learners, even these efforts are unable to reproduce a com-
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An increasing number of independent 
study programs use television and 
other media to meet students' needs. 
When television courses are broadcast, 
many students videotape the programs 
for later review. Some independent 
study programs include video- and/or 
audiocassettes in their packets of 
course materials. 
plete college curriculum, leaving it to the learner to patch together 
a course of study from several sources including the traditional 
classroom, correspondence study, and integrated courseware. 
Beyond these factors, however, are more serious issues of 
learner access and control over the teaching/learning transactions. 
These issues, which are too often unrecognized, are especially per-
tinent to the discussion of integrating electronic media with cor-
respondence study. Correspondence study is unrestricted by time 
and place limitations and allows the learner to progress at a rate 
determined largely by the individual. Therefore, it involves mini-
mal interference with the other activities that compete for the 
learner's time and attention. Since the courses are available on a 
continuous basis, the learner may begin work at any time and 
pursue a schedule of his/her own choosing. Herein lies one of 
the challenges of the electronic media because integration of these 
media into the teaching/learning transaction usually has intro-
duced constraints on the learner. In fact, it appears, as one author 
has noted, that "the more sophisticated the medium, the more 
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constraints the student must accept" (Pittman, 1987, pp. 33-34). 
These constraints often affect both phases of instruction and in-
troduce a dynamic tension between dedication to meeting the in-
dividual time and place needs of the learner and the special con-
straints inherent in the technology (see Garrison & Baynton, 1987). 
The elements that affect when, where, and how learning takes 
place may involve access to equipment and programming, or even 
the "user friendliness" of the teaching/learning activity. In some 
cases learners simply are not in a position to participate in a 
learning activity because they do not have access to needed 
equipment. Experiments with electronic media such as video text, 
interactive television, and the interactive video disk have been 
frustrated by the limited accessibility to such devices. Courses in-
volving such media can only be accessed by only a small portion 
of the potential student population. A variation of the access 
question is found in the compatibility of computers. Despite the 
widespread market penetration by personal computers, compat-
ibility problems remain a barrier to access. Unless the equipment 
is sufficiently widespread, a teaching/learning transaction that is 
dependent on specific equipment is unlikely to draw large num-
bers of students. Thus, a key factor in the flexibility of an inte-
grated approach to correspondence study is access to the device 
or devices needed to pursue the educational activity. 
Nor is the question of limited control over access restricted 
to matters of equipment. Access to programming may also in-
volve meeting the place and time demands of the individual 
learner. For example, although virtually every family in the United 
States has a television and/ or radio, thus overcoming the prob-
lem of access to the necessary equipment, the broadcast delivery 
of programs is often on a rigid schedule, making access to the 
needed programming difficult or impossible for the individual. 
Multiple broadcasts of the same program have been used on a 
staggered schedule to lessen the problem, but most distribution 
systems do not have sufficient broadcast time available to devote 
to such efforts. Thus, one of the factors in the lack of success for 
early experiments with combinations of correspondence study and 
broadcast media was the inaccessibility of the programming. 
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To some extent, these accessibility issues have been overcome 
through the widespread use of video and audio recorders, which 
allow the learner to record a program and replay it at a more 
convenient time. Nevertheless, there still are limitations on the 
number of hours of broadcast time made available for this type 
of programming on most distribution systems and some limits 
on the accessibility of the equipment itself. In some cases public 
radio and television stations, which are faced with the need to 
broaden their financial base by increasing viewer or listenership, 
are reluctant to dedicate broadcast time, especially prime broad-
cast time, to courses for small numbers of distance learners. They 
prefer to air public affairs and cultural programming (Takemoto, 
1987). 
An alternative tactic for solving the access problem is to in-
clude electronic media as incidental elements in the teaching/ 
learning transaction. This approach is illustrated by efforts to make 
the electronic media an enhancement to distance learning courses 
that were, in fact, based primarily on printed materials. The 
printed materials of a course are often produced to stand alone, 
while the media are added as motivational or pacing devices. In 
such cases, learners quickly determine where the central focus of 
the course is and begin to ignore the supplemental material pro-
vided via the technology (Bates, 1984). Furthermore, there is no 
conclusive proof that such pacing efforts actually improve learner 
achievement, although there may be other legitimate reasons for 
wanting to pace students. Most of these reasons involve ease of 
administration (Shale, 1987). Media supplements are often expen-
sive and students consistently rate them as less helpful than other 
course components (Strain, 1983). For the course provider this situ-
ation raises serious questions about the expenditure involved and 
the results expected. Issues of access and student control over the 
teaching/learning transaction must concern anyone introducing 
electronic media into the first phase of the teaching/learning trans-
action in distance learning. 
The use of media usually introduces some constraints on the 
learner. In the second phase of distance education, one of the cru-
cial elements in the communication process involves who initiates 
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the communications. Since distance learners have generally no 
control over the content of the first phase of instruction, providing 
considerable control over the second phase is highly desirable 
(Garrison & Baynton, 1987). In the second phase, a crucial ele-
ment is the degree of availability of the instructor. For example, 
sophisticated electronic dialogue between the learner and teacher 
is possible through electronic mail and other devices. However, 
true dialogue is time-bound, requiring both to be on-line simulta-
neously. One can shorten the delay in the second phase of the 
transaction, but one cannot eliminate it without imposing consid-
erable constraints on both the teacher and learner (Saba, 1988). 
Even when the technology is widely available, there may be 
constraints on learner access to the programming. Traditional 
correspondence study continues to be among the most flexible 
forms of education; for this reason, it is unlikely to be displaced 
in the marketplace. The electronic media that have proved most 
compatible with correspondence study use technologies that have 
high market penetration and can be used on an individualized 
schedule. Among the best examples are audio- and videotape. 
Such media fit the basic philosophy of independent study, as do 
computer-based applications when the issue of compatibility has 
been resolved. These approaches allow the learner considerable 
control of the teaching/learning transaction. 
One of the electronic media applications that offers great 
promise as an enhancement to the second phase interaction is the 
ability of the learner to access a computer via telephone and mo-
dem at any time and to receive immediate validation of learning. 
Although the interaction involves predetermined limits on the 
choices available to the learner, this approach offers the learner 
control over the time and the place of interaction, immediate feed-
back, and, in many cases, more complete feedback than might be 
received from a live instructor. Such interactions must be very 
carefully designed; therefore, they increase the cost of course de-
sign. In addition, the learner must have access to the appropriate 
equipment and software. 
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The issue of learner access provides some interesting insights 
into the problems of integrating electronic media and correspon-
dence study. The central question is, How does the introduction 
of electronic media influence the degree of independence of the 
learner? The greater the control of the learner over the media, the 
more closely the technology fits the goal of meeting the needs of 
learners. The independent study provider must consider the ac-
cessibility of electronic media or risk making a fundamental 
change in the nature of educational product, which has tradition-
ally been directed toward the individual learner. 
Conclusion 
After two decades of innovation in integrating media, inde-
pendent study educators continue to debate the relative merits of 
various types of electronic media and to experiment to find the 
proper role for such media within the independent study method 
of instruction. Although the calls for abandoning the print base 
of distance learning appear to be a thing of the past, correspon-
dence educators continue to find it necessary to defend the method 
against attack by the advocates of the new forms of telecommu-
nications who take advantage of the method's so-called "image 
problem" (Almeda, 1985, p. 198) and who regard telecommunica-
tions-based distance education as "an extension beyond the lim-
its of correspondence study" (Barker, Frisbie, & Patrick, 1989, p. 
23). As correspondence educators continue to speak out for inde-
pendent study's rightful place in the lexicon of distance educa-
tion, they must also continue to seek those electronic media that 
offer a comfortable fit with correspondence instruction and to ex-
ploit the capabilities of the new and emerging technologies. 
The current efforts to integrate electronic media with corre-
spondence study must still deal with issues of effectiveness, cost, 
and learner access. It is time to transcend the seemingly endless 
debate about the relative effectiveness of one form of media over 
another and to recognize that questions about effective educational 
methods involve beliefs about human nature and the purpose of 
education-questions that do not lend themselves to empirical 
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proof (Hayes, 1990). This suggests that if certain beliefs about the 
nature of higher education are held in high regard within an in-
stitution, it may be necessary to fashion a delivery system that 
accommodates those beliefs, although research-based results may 
not support it. To ignore such beliefs may deny learners access to 
the educational activities they desire. 
The issue of cost must be approached as a question of how 
to manage innovation and control technology. How can the orga-
nization remain creative, innovative, and competitive without 
losing control of cost and human resources (Murgatroyd, 1990)? 
This requires considerable knowledge on the part of the indepen-
dent study educator, not only about finances, but also about cor-
porate values and competitive strategy. 
The access and control issues suggest that the independent 
study provider must also know a good deal more about the po-
tential learner audience, including access to equipment, access to 
programming, and the degree of control these individuals may 
wish to have over the teaching/learning transaction. Some stu-
dents would be willing to trade some control over time and place 
for more immediate interaction that is not based on the printed 
word. Others may prefer a print-based approach. Introducing elec-
tronic media in a variety of forms into the teaching/learning trans-
action gives learners a wider range of control over the teaching/ 
learning transaction. The result should be a rich diversity in the 
forms of distance education, all of which are needed if the dream 
of universal access to educational opportunity is to be realized. 
In looking toward the future, the challenge is not in identifying 
what new technology will revolutionize independent study. In-
stead, the challenge for independent study providers lies in us-
ing those media that meet the needs of learners and in providing 
ways for the learner to make informed choices throughout the 
teaching/learning transaction (Locatis, 1987). 
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Support Services for the 
Independent Study Student 
Ronald F. Malan, Dane S. Rigby, 
and Lee J. Glines 
To be successful, independent study programs must respond 
sensitively and efficiently to student needs. Albrecht and Zemke 
(1985) described the challenge independent study programs face 
as they attempt to meet student needs. Citing John Naisbitt's 
"high-tech/high touch" concept, they observed: "The more we 
are faced with high tech [or, are distanced from the professor and 
staff], the more we want high touch. The fewer contacts we have 
with the people of an organization, the more important the quality 
of each contact becomes" (p. 8). 
Ensuring high-quality contacts is especially important for in-
dependent study programs. Virtually all of these programs pro-
vide, largely from their own department, services offered to resi-
dent students by a number of separate campus departments-for 
example, registration, record keeping, sometimes printing and 
bookstore services, and advising or counseling. Thus, indepen-
dent study departments need employees with expertise in a 
broader range of service functions than is provided by most other 
campus departments. 
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Types of Services 
Responding to student needs involves four major functions 
for independent study departments: (1) communicating well to 
attract students to the program; (2) offering students appropriate 
counseling; (3) motivating students to begin their courses promptly 
and to persevere to completion; and (4) managing records of their 
progress. 
Attracting Students 
Most independent study programs in the United States are 
expected to be somewhat self-sustaining. Thus, substantial atten-
tion must be given to attracting students. 
One of the most important services extended to students is 
communicating important information about independent study, 
particularly about the benefits and opportunities the field can pro-
vide in the pursuit of their educational goals. Many students, both 
on campus and off, simply are unaware of nontraditional educa-
tional options such as independent study. 
Independent study programs that have created careful mar-
keting plans typically follow a five-step cycle: (1) in-depth analy-
sis of student audiences; (2) development of a communication 
plan; (3) production of effective advertising pieces; (4) tracking 
responses and feedback; and (5) evaluation of the resulting infor-
mation. 
The most effective marketing communication delivers infor-
mation on the level and in the language of the recipients. That 
happens only when the department knows the recipients' needs. 
For independent study programs, this means fully understand-
ing the student audiences they serve. 
Analyzing the demographics of independent study students 
who have already enrolled is the first step in achieving this un-
derstanding. These data include students' age, occupation, rea-
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son for enrolling, and gender. These data provide useful general 
student profiles. In order to understand why students enrolled in 
a course and the feelings they have about it, however, it is neces-
sary to go beyond quantitative-data gathering to qualitative meth-
ods of asking open-ended questions and intensive listening. Do-
ing so generates meaningful information to use in developing com-
munication plans. 
Preparing communication plans, the second step of the cycle, 
requires independent study staff to answer these questions: (1) 
Who is our audience and what are their needs? (2) What do we 
have to offer them and what benefits will these services provide? 
(3) When will they be most inclined to listen and take action? (4) 
What media should be used to deliver the message and how of-
ten should the message be transmitted? 
Creation of an effective communication plan enables indepen-
dent study programs to take a specific direction in their commu-
nication and to create individual advertising efforts that support 
their plan. 
The execution of each advertising effort-a catalog, an ad-
vertisement, a commercial, or simply the conversations indepen-
dent study team members have with inquiring students-is based 
on good principles of advertising: (1) it communicates a clear mes-
sage efficiently; (2) it identifies program or course attributes and the 
benefits those attributes offer; and (3) it gives information to help 
the student make a decision or take action. The most important 
factor in communication is the content, not how that content is 
decorated. 
Effective communication requires gathering and listening to 
feedback. This means implementing a tracking system that will 
help independent study departments monitor responses to the 
messages they deliver. High numbers of responses to carefully 
crafted questions indicate effective communication and low num-
bers indicate a need for adjustment. Tracking requires accumulat-
ing and evaluating information on a continuing basis. This infor-
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mation will tell independent study staffs whether they are really 
meeting the needs of the audiences they are attempting to serve. 
This cycle provides an important service. Informing potential 
students about independent study gives them an additional op-
portunity and choice in pursuing their educational goals. It also 
provides the independent study department valuable information 
to serve future students even better. 
Counseling 
The kinds and amount of counseling available to indepen-
dent study students vary widely among institutions. Many stu-
dents need assistance in choosing a course, in deciding how to 
meet their educational goals, or in selecting a career. Most pro-
grams offer only general counseling assistance, such as helping 
students choose an appropriate course based on discussion of their 
needs and interests. For specialized counseling functions, such as 
providing individual assessment of student aptitude or interests 
by using standardized tests, most independent study departments 
refer students to their campus counseling or testing center. 
One useful study identified previously unrecognized factors 
in helping independent study students progress in their courses. 
These included assisting students in assessing their time commit-
ments, in planning realistically the independent study experience, 
and in disciplining their time to complete courses (Gatz, 1985/ 
1986). 
Many adult independent study students have been away from 
school for several years and are unsure of their study skills. Some 
students need assistance in adapting their study skills to the con-
ditions and constraints of an independent study course. Because 
Americans are used to learning in groups rather than indepen-
dently, most programs provide students suggestions about study-
ing successfully in independent study courses. 
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A notable example is Making the Grade (Sammons & Kozoll, 
1986), a how-to guide developed by the University of Illinois at 
Urbana-Champaign. This booklet briefly describes key factors in 
studying successfully alone, provides illustrations of implement-
ing study strategies, and includes a few examples of how stu-
dents used the ideas in their courses. 
Programs with external degrees-which were offered by 
twenty institutions during 1986-87 (NUCEA, 1990)-must provide 
sufficient counseling to help students make effective decisions 
based on their career goals and preparation. Some programs in-
clude aptitude and other testing, as well as career counseling. 
Departments offering high school courses are a special case. 
Most high school students who take independent study courses 
can obtain effective counseling from their school counselors. The 
school counselor, however, needs special service from the indepen-
dent study team to assure that students meet graduation dead-
lines or other goals. Some schools meet this need by issuing peri-
odic reports to high school counselors, listing the specific progress 
by course for each student from the counselor's school. 
Motivating Students 
Course materials can substantially affect the work of inde-
pendent study team members who deal with student services. 
Unclear or incomplete materials may lead to increased queries or 
complaints. 
In a more subtle way, factors such as course workload can 
also have an impact. Faculty authors are tempted to include in 
their independent study course all they ever wanted to cover in 
their equivalent campus class. Most independent study programs 
try to control this by limiting the number of lessons in courses. 
But it is still tempting to many faculty to lengthen individual les-
sons to compensate for the limited number of lessons. 
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Brigham Young University initiated a program in 1971 in 
which the number of lessons permitted remained the same, but 
the amount of work to be graded by faculty was reduced to ap-
proximate the amount of work reviewed for the same course on 
campus. The independent study student's workload was to be 
reduced to equal what faculty graded for resident students. In 
many courses only one-third to one-half of the lessons contain 
submitted work. In the remaining lessons, students check their 
comprehension through self-tests. The content of these 
nonsubmitted lessons is often synthesized in work submitted with 
other lessons and is always covered on examinations. 
Many programs encourage students to plan a specific study 
schedule for completing their course. The course study guide may 
include a day-of-week with hour-of-day chart on which students 
can specify when they will study. Frequently students are encour-
aged to determine a target date by which . they need or wish to 
have completed the course, and then to work backwards to the 
present, to determine how much time they should permit for each 
lesson. 
Motivation can be facilitated when students receive course 
materials promptly. Students who enroll at an independent study 
office normally receive their materials at the time of enrollment. 
Independent study programs take great pains to ship, usually 
within 24 hours, course materials to students who register by mail. 
The independent study team must handle fees and paperwork 
efficiently and accurately to accomplish this. 
Because student motivation suffers most when there are de-
lays in the return of graded work, the rapid turnaround of sub-
mitted lessons and tests is crucial. Some students, including those 
in residence programs, experience anxiety about the quality of 
their work. If independent study evaluation is delayed, they may 
reduce that anxiety by putting off working on the course. 
Some programs motivate faculty to grade student work 
promptly by using a sliding-scale system of compensation. For 
example, lessons received in the independent study office within 
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48 hours (termed "special service" in one department) may be 
compensated at a rate 10-15% higher than lessons returned within 
the typical "on time" period of seven days. Many programs pay 
a lower rate for "late" lessons-those returned after seven days. 
At Brigham Young University, this system has resulted in a con-
sistent 85% of all lessons being returned within 48 hours for the 
past two decades. 
In a different approach to the problem of providing prompt 
feedback to independent study students, the University of Mis-
souri in 1974 pioneered the notion of computerized grading of 
lessons and tests as a means of expediting feedback to students. 
Known as Computer-assisted Lesson Service (CALS), the system 
features overnight, computer-graded instruction and computer-
generated, detailed feedback on each missed item. Students with 
access to on-line computers, which are often available in educa-
tion centers or high schools, can receive feedback within minutes. 
This service is both effective and popular with students. The De-
fense Activity for Non-Traditional Education Support (DANTES) 
states that "the CALS program has shown a significant increase in 
student participation and course completion" (1989). 
Finally, most independent study programs send periodic re-
minders to students who have not submitted work since their 
registration. Typically, reminders are sent at three-, six-, and nine-
month intervals to students who have not submitted work dur-
ing those segments of their enrollment time. And about one month 
before course expiration dates, almost all departments send no-
tices to students who have not completed their course. 
Record Keeping 
Processing student enrollments and coursework efficiently and 
accurately reduces delays in returning lesson work and grades. 
To successfully manage enrollment and record keeping, it is im-
portant to provide students clear and simple directions on how 
to find answers to questions and how to proceed-from enroll-
ment, through submitting lesson work, to completing examina-
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Independent study support services assist students in selecting and completing 
courses, mastering study skills, and transferring credit. New technology-such 
as barcoding systems, electronic and voice mail, FAX transmittal, and comput-
erized record keeping-has significantly improved communication. 
tions. Clear, detailed instructions can improve communication be-
tween independent study professionals and students-in person, 
on the phone, and in letters. 
Efficient record keeping is labor-intensive. In most programs, 
students send their assignments to the independent study office, 
where they are logged and then forwarded to the instructor for 
grading and comments. The instructor then returns the graded 
work to the independent study office. The two-way logging pro-
vides two types of control: data for faculty pay, and documenta-
tion in case of recalcitrant faculty or lessons lost in the mail. 
For decades, such record keeping was mostly manual. Staff 
used typewriters to create a card for each student, rubber stamps 
to record the date on which lessons were received from and re-
turned to the student, and cardex trays to store current students' 
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cards. Using computers for record keeping in university-affiliated 
independent study departments was initiated in 1970 by Brigham 
Young University, and its software has been adopted and imple-
mented by several other institutions. Many departments now use 
computers to help keep student records. Most of the larger de-
partments access mainframe computers or use the newer mini-
computers with equivalent processing power. Their computer pro-
grams manage all student record keeping-enrollment, payment 
of fees, lesson submission and grading, faculty payroll, and credit 
posted to transcripts. Smaller programs often tie in to a campus 
mainframe or have their own personal computers, which prevents 
them from using the computer for the full range of record keep-
ing services. A number of independent study programs have ex-
perimented with various means of improving the efficiency and 
accuracy of keeping student records. The following examples show 
the breadth and ingenuity evident in the field. 
To expedite student enrollment and lesson processing, sev-
eral institutions now use barcode systems to enroll students, pro-
cess lessons, and even to record grades. As students register, a 
unique barcode is assigned. In some programs this barcode merely 
identifies the student; in others, the computer program ties the 
student to the specific course. In either case, when the barcode is 
scanned, the computer brings up the student's record. At the 
present time, at least three institutions have implemented 
barcoding: Pennsylvania State University, Texas Tech University, 
and Brigham Young University. 
Organization 
Historically, independent study departments have used a ver-
tical-linkage system of organization (Daft, 1986). Employees are 
assigned specific tasks to accomplish and, if all sections function 
properly, student needs are met. However, some routine tasks such 
as processing enrollments and lessons, although necessary, can be 
tedious and unfulfilling to the team member. When functions are 
tedious, team members are less motivated; thus, the quality of 
service to students may decrease. 
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Feeling pressure due to staff turnover in an expanding pro-
gram, Texas Tech University hired a faculty consultant to analyze 
its program and recommend remedies. The result was a move 
away from the standard organizational structure based on the 
compartmentalization of service functions, in which certain em-
ployees deal with enrollment, others process lessons, and others 
answer student inquiries. This type of organization was replaced 
in 1985 by a "regional" approach, in which student services em-
ployees provide all of the managerial services needed by students 
residing in their particular region. Each enrolls all students from 
the assigned region, sends course materials to them, processes their 
lessons, and responds to their questions (except those to be an-
swered by faculty). In this system, students and their counselors 
know precisely who to contact with a question or problem, re-
gardless of its nature. High school "regions" are determined geo-
graphically in this system, while college students are assigned al-
phabetically. 
The complexity of most independent study operations requires 
effective, ongoing communication among the various sections of 
the department if student needs are to be met. Feedback about 
course effectiveness-received at the counter, over the phone, or 
through the mail-must be provided to those who work with fac-
ulty authors. Feedback that affects the advertising effort must be 
relayed in a timely manner to those responsible for marketing; 
therefore, harmony and positive working relationships among sec-
tions of the department are important. 
Program complexity also demands that the department have 
an effective training program for new employees and that pro-
gram administrators have "staying power" -the ability to attract 
and keep talented people who become devoted members of the 
independent study team. The use of "job aids" is an effective and 
convenient way to remind team members about the critical seg-
ments of their work. Job aids, used extensively by professional 
trainers, are reminders of key steps in a team member's work. By 
providing both the stimuli and responses appropriate to the work 
situation, job aids decrease the amount of detail the person needs 
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to recall from memory. They are particularly useful for new team 
members and for positions with detailed procedures (Harless, 
1986). 
As computer programming has become more sophisticated, 
many software programs have been designed for independent 
study programs which contain menus, prompts, and help screens 
to assist newer team members or those filling in for others on 
leave for various reasons. 
Further, universities typically have training and development 
offices that can be helpful in training, or upgrading the training 
of, the independent study team. The training and development 
professionals in these offices can help campus offices effectively 
serve students'. needs. When team members are well trained and 
their contributions are valued, they are highly motivated. Posi-
tive attitudes help generate high-quality service that meets stu-
dent needs. 
Future Trends 
Just as word processing has changed the production of study 
guides, call processing is changing the way students use the tele-
phone to access the various parts of the independent study of-
fice. Calling the main number provides a "menu" of stations that 
can be reached directly by dialing one more digit. In this manner, 
students can quickly reach the person most able to meet their 
particular need. 
Facsimile (FAX) machines have become increasingly popular 
in recent years, and their use will have significant ramifications 
for independent study departments. One issue to be addressed is 
how to use the FAX machine's ability to provide rapid service to 
a student, while assuring the academic integrity of lesson materi-
als and examinations. Another problem is how to ensure the 
student's privacy rights if access to a machine at either end is 
shared by others. 
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Electronic mail systems also provide, via computer, a method 
for quick interchange between student and instructor. The stu-
dent can send an "electronic message" asking questions about top-
ics of study, and the professor can respond in the same manner, 
each communicating at a personally convenient time. 
Independent study team members involved in improving ser-
vice to students must focus on accurately identifying the inde-
pendent study audience and its needs. The annual report of the 
Independent Study Division of NUCEA shows, year after year, a 
continuing preference for text-based courses by a majority of in-
dependent study students. Successful programs must discover a 
balance between meeting that ongoing preference and preparing 
for a future generation, bred on a steadier diet of television, which 
may prefer some other medium or mix of media. 
Summary 
Much has been written in recent years about service. For ex-
ample, Albrecht and Zemke (1985) identified three basic types of 
service that independent study programs try to provide: "help 
me" service, "fix it" service, and "value-added" service. 
Independent study programs engage in "help me" service 
when they provide courses needed by students to meet their aca-
demic, career, or personal needs-courses that are well written 
and supported by effective registration, counseling, motivational, 
and record-keeping services. "Fix it" service deals with things that 
go wrong in the system-lost mailings, faulty pages in the sylla-
bus, or recalcitrant faculty graders. And "value-added" service 
occurs in independent study work whenever a team member goes 
beyond what can reasonably be expected by students: making a 
follow-up call to a student to verify that a given attempt to meet 
the student's need was indeed helpful or drawing a map of the 
campus or town for a student unfamiliar with the area. "Value-
added" service occurs when team members provide student-focused 
service, when they treat students as they themselves would like 
to be treated. 
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This basic "do unto others" concept is at the heart of what 
we mean by "service." Our culture often thinks of service as spon-
taneous, a personal attitude, something that can only be deliv-
ered one-on-one. This in turn has led to decades of "pep talks" 
about service to staff members at every level of every organiza-
tion. But the acquisition and improvement of service attitudes has 
never been fully incorporated into the training programs of most 
organizations. That is changing today. It is possible for "value-
added" service to permeate every segment of an independent 
study program. 
To restate Albrecht and Zemke's observation cited earlier in 
this chapter: "The more we are faced with high-tech [distanced 
from the professor and staff], the more we want high-touch. The 
fewer contacts we have with the people of an organization, the 
more important the quality of each contact becomes" (p. 8). 
In whatever means an independent study program uses to 
attract students, in whatever counseling and motivational services 
it offers, in whatever technologies and organizational systems it 
uses to meet student needs-there is always the inherent promise 
of an excellent educational experience. Independent study pro-
grams must commit themselves to matching this promise with 
performance. 
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Chapter 8 
The Education and Training 
of Independent Study 
Professionals 
Harold Markowitz, Jr. 
Independent study is not a recognized subset of American 
education, and preparing professionals in this field has not be-
come a focus of any college of education in the United States. 
The field is too minor on the national scene, and the needs of 
practitioners too general, to merit separate status. 
Nevertheless, professional status and opportunities for pro-
fessional development have grown significantly, particularly over 
the past 20 years. Independent study in the 1990s operates in a 
new context, influenced by the focused activities of large distance 
education institutions abroad and by the separate efforts of dis-
tance education enterprises in the United States. 
Although the unique skills of leading and administering in-
dependent study have yet to be identified, there is general agree-
ment that new technical and managerial skills are required. All 
practitioners benefit from the growing and varied options created 
to meet this need. Specialized conferences and meetings, new op-
portunities for reading and study, stronger frameworks for pro-
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fessional networking, and a growing variety of personal develop-
ment courses envelop the field. The demand for skill building 
has helped foster abundant education and training opportunities, 
and professional tasks are being shaped as new skills are acquired. 
Examining Context: Past Practice 
Gayle Childs (1987) remarked that in earlier years staffing a 
correspondence study office was a clerical task: 
While the matter of slow growth of professionalism is a legitimate 
matter for concern, it is not one which is difficult to understand .... 
When extension units were formed ... instruction was the prov-
ince of the colleges and departments and the role of the extension 
division was to provide administrative and clerical functions .. . . 
Responsibility for overseeing the [correspondence] operation was 
often placed in the hands of persons with clerical backgrounds, and 
titles such as "Correspondence Secretary" or "Secretary in Charge 
of Correspondence Study" reflected their duties. (p. 3) 
In the early years staffing a correspondence study office was a clerical task-
from the "correspondence secretary" who managed the office to the course pro-
duction staff that laboriously typed the study guides. 
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By the end of the 1920s some professional educators were 
entering the field of correspondence study, and this trend contin-
ued through the 1930s and 1940s. The growth of high school pro-
grams accelerated the need for professionally qualified staff as 
increased responsibility for instructional decision making came to 
the correspondence department. By 1950 correspondence study 
was well established in American universities, though acceptance 
by the academic community was still a major concern among cor-
respondence educators (Childs, 1987). 
Correspondence Instruction in the United States, a landmark pub-
lication of 1968, was based on a national study of correspondence 
education in the years 1964 to 1966 (MacKenzie, Christensen, & 
Rigby, 1968). In that study the authors noted that university cor-
respondence program directors ranked among their most press-
ing needs the "professionalism of correspondence administrators 
and staff members" (p. 84). They cited "a few (lttempts" at rais-
ing salaries and improving the image of correspondence educa-
tion, and urged that professionalism be encouraged "if correspon-
dence instruction is to continue to fill its personnel needs in a 
competitive market" (p. 88). 
In 1987 Michael Moore, a prominent scholar in the distance 
education field, interviewed Charles Wedemeyer, whom he de-
scribed as having introduced "the prototype ... for the open edu-
cation movement that swept the world in the 1970s and 1980s." 
Asked for his observation on careers in distance education, 
Wedemeyer replied, 
Since the formation of the Open University in 1969, there is a new 
ballgame being played in the world. This was the first institution 
of its kind that offered professional careers of high prestige in the 
design and development and application of learning systems that 
were not focused on face-to-face groups .... Now some countries 
have taken up this challenge and are producing distance education 
administrators as well as distance education academics and other 
kinds of distance teaching specialists. (Moore, 1987, p. 63) 
Most American observers in the field today would agree that 
the status and the qualifications of the professional staff-a term 
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whose widespread use is in itself a sign of progress-have risen 
in noteworthy ways in the past 20 years. There are increasing 
opportunities for development as well as a shared sense of its 
importance. As Markowitz (1990b) observed, 
There is general agreement that the development of mid-level pro-
fessional staff in distance education is accepted as a responsibility 
of senior management as well as of the individual. Various ap-
proaches being followed include graduate degree work, noncredit 
courses by distance teaching, and attending professional meetings, 
as well as a variety of supplementary methods such as assuring 
appropriate periodical subscriptions. (p. 64) 
In the literature of 20 or 30 years ago, it was commonplace 
to note that correspondence study or independent study lacked a 
cadre of professional educators in leadership positions; in evi-
dence, it was pointed out that there was little research and few 
scholarly articles and books in the field. In recent years there has 
been vastly more research, often resulting in theses and disserta-
tions, and a comparative explosion of books and articles. Practi-
tioners in independent study, as well as those in the larger prov-
ince of distance education, have developed a body of literature 
and have made considerable strides in developing theory, which 
surely is evidence of serious scholarship as well as a source of 
professional development for others. 
After a century of independent study, though the field is de-
veloping, it falls short of its goal of equivalent professional status 
in many ways. As in all its past, it is heavily dependent on an 
influx of individuals educated and experienced in other fields for 
its leadership. Conversely, many of the individuals who would 
be cited as the leaders in the field of independent study in one 
decade are found to have moved to (often having been promoted 
to) other fields in the next decade. Independent study provides a 
satisfactory midlevel professional post for many, while providing 
a lifelong professional focus for few. Though the academic prepa-
ration of entering professionals often is excellent, much of the rel-
evant new research and literature is the work of individuals who 
are not closely involved with an independent study program or 
who, following graduate study, find employment elsewhere. 
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Professional status and opportunities within independent 
study have developed along strongly positive lines, more so than 
might have been hoped just 20 years ago. The explosion of popu-
lar, inexpensive technology has fueled the trend to base courses 
in a combination of print and electronic media. Many see in this 
trend opportunities for greater influence as well as greater effec-
tiveness. Diversification, many think, may define our professional 
future as well as the staffing needs of our programs (Markowitz, 
1988). 
Making Commitments: 
New Opportunities for Professionals 
Just a few years ago, among leaders in American indepen-
dent study it was a commonplace remark that although the num-
ber of professionals in the field was growing, leadership in the 
field remained in the hands of only a few. Certainly no more than 
a dozen individuals accounted for the preponderance of the field's 
active professional leadership. 
Three recent trends have modified this situation. First, as the 
professional ranks have expanded, the field has attracted a greater 
number of highly qualified and active individuals. Second, rec-
ognizing the need for broader participation, a concerted effort was 
made by the established leaders to encourage and support stron-
ger participation by midlevel professionals. And third, participa-
tion has increased as the opportunity for attending relevant pro-
fessional meetings has developed and the body of professional 
literature and publishing opportunities have expanded. 
Though some full-time faculty are employed in independent 
study programs, this is a rarity. Most faculty in American inde-
pendent study work on a part-time basis, being paid by the as-
signment graded. They are assumed to be dedicated profession-
als in their areas, and those with extended experience often are 
thought of as being deeply committed to the concept of indepen-
dent study. Nonetheless, faculty are at best considered to be on 
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the fringes of professional practice in continuing education, and 
never at its core. The expectations placed on them by indepen-
dent study department chairpersons reflect this value. In a recent 
three-round Delphi survey of administrators, with 63 of the 72 
independent study institutions in NUCEA participating, the top 
value in desired teacher competencies was promptness in return-
ing graded assignments (Mayton, 1989). The valuing of profes-
sional participation (as shown by association membership, knowl-
edge of current thought and literature, publication or presenta-
tion) was not apparent, if it exists at all. 
Leadership and professional status in independent study, then, 
is currently in the hands of generalists and administrators. In large 
measure, this situation grows out of the fact that the NUCEA, 
the central professional organization of those in independent study, 
is an association of institutions (hence the focus on administra-
tion) rather than one of individuals (Markowitz, Almeda, Logan, 
Loewenthal, and Young, 1990). In years to come, it seems prob-
able that any significant growth in the professional group will 
occur through acknowledging the professional status of faculty 
members and of specialists in technical and support areas. 
Viewing Patterns: 
Distance Education Comparisons 
Are patterns in the United States unique, or is the outlook of 
professionals in American independent study a reflection of dis-
tance education trends throughout the world? It is not at all un-
usual to encounter the thought that this is an international field, 
whose literature brims with references to research and experience 
in other nations that applies to the situation here. Though inter-
nationalizing influences are strong, powerful forces make the situ-
ation in the United States different from that found elsewhere. 
Most significantly, American programs typically operate as minor 
activities on the campuses of traditional institutions, and national 
educational priorities place little emphasis on learning at a dis-
tance. 
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Keegan analyzed the staffing patterns of universities through-
out the world which were devoted wholly or largely to distance 
teaching, as well as "mixed institutions" such as independent 
study divisions within conventional American universities. He 
concluded, "The entry of large numbers of full-time staff in the 
distance teaching universities [those devoted exclusively to dis-
tance education] has been one of the striking features of distance 
education in the last decade" (1986, p. 181). Larger staffs open 
new possibilities for the development of specialized focus in dis-
tance teaching, support, and research, he found. This influx of 
professional staff was not observed by Keegan in mixed institu-
tions of the United States. Markowitz (1988) noted that a critical 
mass of full-time professional staffing is required to provide in-
ternal opportunities for many staff development efforts, and that 
the typically small staffs of American independent study programs 
foster reliance on external development mechanisms. 
For the foreseeable future independent study will probably 
continue to operate on a comparatively small scale, and the 
sources of the professional staff, as well as much of that staff's 
professional development, will be from other fields. 
Accepting Responsibilities: 
Development as Organizational Task 
Though there is widespread agreement in. continuing educa-
tion on the value of staff development, there is no general agree-
ment on the specific professional development needs of continu-
ing educators. Simerly (1981) cited several studies that have at-
tempted to determine the skills and competencies required of con-
tinuing educators; it is consistent with the researchers' inability 
to identify universal needs that he concluded that the task is one 
of fitting development efforts to the needs of the organization as 
much as it is one of individual development. 
Responsibility for that development was debated in the 1980s, 
with some holding that it is the organization's task, and others 
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seeing it as the job of the individual. In G. J. Andrews' book Prin-
ciples of Good Practice in Continuing Education (1984), the profes-
sional development of employees is cited as management's re-
sponsibility. A year later J. W. Apps' book Improving Practice in 
Continuing Education held just the opposite, saying each practitio-
ner has primary responsibility for his or her own professional 
growth. The structured and the unstructured views are well illus-
trated here: the former book sees effective continuing education 
as both the product and the source of continuing educators' 
achievement, whereas the latter book does not even cite continu-
ing education as a means of professional development. Such di-
versity of opinion in publications aimed at improving practice is 
testimony to the lack of accepted standards for the development 
of practitioners. 
Houle (1980) leaned toward the unstructured view. One of 
his basic ideas is that the responsibility for learning rests with 
the individual. Though he endorsed an institutional climate that 
formally encourages and provides for professional education, he 
noted that the institution's motivation in doing so is not sensitiv-
ity to need but desire to improve services or products. Others 
assume both organizational and individual needs are served by 
staff development, but internal programs are only found in large 
continuing education organizations. Smaller organizations meet 
their needs through external sources, such as sponsoring confer-
ence attendance or subscribing to journals (Strother & Klus, 1982). 
These views suggest a middle position between the structured 
and the unstructured, with the institution contributing to profes-
sional development to the extent that its goals are served and its 
means are sufficient, and the individual being responsible for mak-
ing the most of the limited resources available in the typical small 
program. 
Selecting Skills: 
Identifying Appropriate Proficiencies 
By the 1990s, several factors combined to produce an expand-
ing and well-qualified cadre of midlevel professionals and man-
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agers in American independent study. Three factors seem to have 
had an especially significant influence. First is the increased com-
monality of advanced degrees in all educational activities, which 
has resulted in much greater formal preparation by those in in-
dependent study. Second is the increased number of professional 
positions available. This has attracted talented individuals from 
other fields, encouraged movement of people between programs, 
and opened career-broadening opportunities within programs. Fi-
nally, there are the increased demands and expectations of indi-
viduals in the field for participation in specialized meetings and 
professional interaction, which has promoted the acquisition of 
specialized know ledge and skills. 
"The growth of the professional independent study staff is 
an especially significant trend," Markowitz noted, resulting in pro-
grams that are "better managed, and better attuned to the goals 
and values of our universities" (1990b, p. 90). With this, there is a 
growing collegiality among independent study staff members 
which is built on the perception of shared professional status and 
interests. The 1980s saw explosive growth in the availability of 
journals and books that address the concerns of independent study 
and distance education. Not only did this open new opportuni-
ties for individual self-improvement, but it also encouraged com-
munication and shared values on a national and international 
scale. In the United States, research and publication have been 
encouraged and the professional environment of American inde-
pendent study has been altered in a way that would have been 
difficult to envision when many current leaders began their ca-
reers. 
The professional environment of the 1990s is more receptive, 
responsive, and constructive than in the past. It is this environ-
mental change, rather than widespread conviction about the need 
for specific new proficiencies, that has led to increased opportu-
nities for building professional skills. 
Knox (1979) reviewed the literature on the proficiencies re-
quired of continuing education practitioners and concluded that 
new requirements for both personal growth and staff develop-
182 HAROLD MARKOWITZ, JR. 
ment have been created by the growing size, visibility, and ex-
pectations of their work. He made a good case, but like the lit-
erature he consulted, he drew prescriptive conclusions. There is 
little in the literature that could be viewed as an objective study 
of the need, with identification of the knowledge or proficiencies 
that characterize the most successful people in the field. 
In fact, all of the efforts at building proficiencies-and sev-
eral good annual or biennial conferences now available-have nec-
essarily used the resources and speakers at hand to address specu-
lated needs. Practitioners have as guidance neither a record of 
the career paths of current leaders (assuming the preparation of 
today's leadership is relevant to tomorrow's environment) nor an 
analysis of patterns of professional development actually being 
followed at this time. There have not been cooperative efforts by 
proprietary, collegiate, and corporate institutions to identify and 
provide appropriate training. 
Everyone who writes or speaks on the topic holds that those 
in continuing education, which includes those in distance educa-
tion, ought to work on developing career-enhancing skills. Few, 
however, are prepared to fully accept the prescription of another 
authority. 
Addressing the curriculum choices that must go into a gradu-
ate program in adult education, Galbraith and Zelenak noted that 
graduate programs in the field "are directed at the enhancement 
of the realization of individual strengths and therefore are focused 
on the development of technical and practical skills" (1989, p. 129). 
They concluded that such graduate programs do not reflect wide-
spread agreement on content nor are they clearly differentiated 
between masters and doctoral study. At present, graduate pro-
grams in adult education reflect the emphasis and ideologies of 
the institution in which they are housed. Thus, the best and most 
relevant preparation is arguably whatever one wishes it to be, 
since the topic is at present more noted for its well-stated opin-
ions than for its well-established facts. 
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Morris Sammons addresses participants 
in the professional development work-
shop "Developing Total Independent 
Study Programs" at Lincoln, Nebraska, 
in March 1990. Annual workshops 
sponsored by the NUCEA Independent 
Study Division focus on issues of com-
mon concern. 
This is as true in career development workshops as it is in 
graduate programs leading to degrees in adult or continuing edu-
cation. Searching for some definition of the core knowledge of 
adult education, Griffith analyzed the views of recognized authori-
ties. Though he found some agreement on the categories under 
which courses should occur, he concluded "it would be a rare 
graduate program that provides a thorough treatment of the lot" 
(Griffith, 1980, p. 209). Discounting shared educational back-
ground, he sought other evidence of the professional status of 
adult educators-and observed only weak participation in pro-
fessional associations and a growing trend of allegiance to a part 
rather than the whole of the field. Ten years after Griffith's re-
search, the forces of change continue to shape the field, and agree-
ment about its central elements seem as remote as ever. 
In independent study, significant remnants of preindustrial 
education are being cast aside as centrally prepared course mate-
rials and more substantive use of nonprint media cause us to re-
think many of our basic values. We are beginning a period in 
which several clear trends are eroding past concepts of indepen-
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dent study, blending our efforts with the broader field of distance 
education (Markowitz, 1990a). The trends include increasing ap-
plications of distance education, greater availability of technol-
ogy to supplement traditional media, increasing independent ac-
cess to media by students (relying less on schools and teachers to 
present new information), growing costs of education in all for-
mats, and expanded professional staffing and management of dis-
tance education. 
It is neither the perception of shared status nor the posses-
sion of a well-developed body of knowledge that practitioners 
see as central to their professional identification; professional de-
velopment in independent study has focused on building group 
cohesiveness, reinforcing basic values, and sharing information on 
closely related experiences. 
In tracing the origins of the Graduate Diploma in Distance 
Education offered by the South Australian College of Advanced 
Education, Mitchell cited testimony and examples of demonstrated 
need for specialized staff training programs, both nationally and 
internationally. Created to prepare individuals for administrative, 
teaching, or support roles, the program description outlines the 
need for special skills in organization and management, particu-
lar forms of support for students, and different kinds of course 
design, preparation, delivery, and teaching from that of face-to-
face instruction. The resulting postgraduate program, offered by 
distance education, is presently available to those outside Austra-
lia who qualify to enroll. Whether a postgraduate program would 
be preferred to other alternatives by American independent study 
staff is an open question. 
In addition to conferences and in-house programs, indepen-
dent study is an available but underused medium for continuing 
professional education. The European Home Study Council has 
introduced a series of courses by distance education on distance 
education, featuring prominent European authorities addressing 
significant topics. The courses lead to a certificate, but not to a 
degree. 
The Education and Training of Independent Study Professionals 185 
Building Skills: 
Staff Development Programs 
Today, both the leaders in continuing higher education and 
the individuals working under them assume that part of the 
leader's role is identifying opportunities for staff professional de-
velopment. The expected role of professional employees, of course, 
is to make the most of the available opportunities. The value of 
this process hinges on the extent to which there is a shared per-
ception of need, a similar vision of mission and function, and a 
willingness to devote time and resources to professional develop-
ment. 
In valuing the development of professional staff and in as-
signing shared responsibility for it to both management and the 
individual, independent study reflects the values of contempo-
rary organizations throughout our society (Caruth, Noe, & Mondy, 
1988). Gessner (1987) noted that as increasing numbers of indi-
viduals enter the field of continuing education from fields other 
than education, they often are found to lack the professional 
preparation that will contribute to career success. To illustrate the 
universities' acknowledgment of responsibility for individual de-
velopment, he cites cooperative efforts (through a project of the 
NUCEA) to contribute to professional growth by offering special-
ized educational programs. 
Though the custom has been to hire individuals whose pro-
fessional preparation is outside the field of adult and continuing 
education, some believe that such hiring decisions fail to recog-
nize the value of shared experiences in graduate school. In this 
context, Long (1983) described staff development as a remedial 
procedure for individuals working in adult education after prepa-
ration elsewhere, which is of growing importance to profession-
ally prepared adult educators. 
The NUCEA Standards of the Division of Independent Study 
specify "in-service training opportunities for professional devel-
opment should be available to the staff" (1990, Sect. IV.D). For 
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many years, the document has recommended evaluating the ad-
equacy of existing opportunities and has stated that the benefits 
and working conditions of the nonteaching staff should be com-
parable with those of other professional positions in the institu-
tion. 
Simerly (1981) concluded that the organizational context 
greatly influences choices made in staff development. Analysis of 
the "performance dynamics" of continuing education organiza-
tions has led to the conclusion that differing organizational mod-
els-entrepreneurial, academic, or integrated-shape staff devel-
opment needs (King & Lerner, 1987). Organizations following an 
entrepreneurial model, in which success is measured in income 
generation, have inherently different dynamics than those follow-
ing an academic model, in which the priorities are research, teach-
ing, and public service. The integrated model, which may be in-
creasingly common, combines a concern for profitability with aca-
demic rigor. Clearly, the skills required of the professional staff 
would differ in each case: the entrepreneurial group would value 
sales, the academic group would stress service, and the integrated 
group would reward skillful project management. Thus, appro-
priate staff development programs at present differ greatly with 
organizational context, and in the absence of agreement on a com-
mon body of professional knowledge, the work environment will 
continue to be the controlling consideration in professional de-
velopment programs. 
Summary and Conclusions 
As the education and training of independent study staff 
members has grown, professional status has grown accordingly. 
Today, independent study is increasingly a focus of professional 
activity. 
Staff members continue to be drawn from a variety of disci-
plines and backgrounds. Thus, the abundant opportunities for 
education and training meet a defined need. Though required 
skills and competencies vary greatly among independent study 
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positions, both the professional environment and the organiza-
tional environment are strongly supportive of formal programs 
of professional development. 
The patterns followed in today's professional development 
are based on meeting individual needs rather than assuring ap-
propriate preparation in an agreed-upon body of knowledge and 
skills. The education and training of independent study profes-
sionals will continue to be shaped by the need for practitioners 
to acquire new skills, by the evolving technologies of education, 
and by the organizational contexts of their efforts. 
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Editors in Distance 
Education Programs: 
Their Characteristics and Roles 
Nancy Gaines and Elizabeth Houdek 
The rational development of a course is a professional craft, i.e., it 
involves a combination of art and science at an intellectual level. 
(Elton, 1989, p. 231) 
In this centennial of university-based distance education in 
the United States, it is appropriate to reflect on the state of the 
"professional craft," especially the ways in which course devel-
opers/ designers/ editors interact with course writers to produce 
materials that are not only appropriate but inviting for students 
working at a distance from our institutions. 
We originally intended to use two previous landmark stud-
ies of distance education in the United States Correspondence In-
struction in the United States (MacKenzie, Christensen & Rigby, 
1968) and The Changing World of Correspondence Study (MacKenzie 
and Christensen, 1971) as points of reference for our study. How-
ever, as Markowitz (1988) noted, "In a detailed analysis of corre-
spondence institution staffing at that time, the editor's role was 
not discussed." Additionally, a search of published information 
over the past 20 years did not reveal any research relating to edi-
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tors in distance education as a group. Therefore, rather than a 
historical comparison of the characteristics and roles of editors 
then and now, we have tried to provide a systematic overview of 
those who currently practice the professional craft of editing and 
course development in our institutional distance education pro-
grams. 
Our study focuses on several areas: the demographic charac-
teristics of course developers/ designers/ editors, the nature of their 
collaboration with course authors, the influences on the standards 
for course design and production, and the impact of desktop pub-
lishing and other technologies on the work of writers and edi-
tors. 
The information was gathered from two surveys: one sent to 
the director of each program listed in the 1988-1989 Membership 
Directory for the Independent Study Division of NUCEA, and the 
second sent to any person listed in the Directory with the title of 
"editor," "course developer," "course designer," or "instructional" 
editor I developer I designer. In an attempt to reach people in the 
latter categories not listed in the Directory, two editors' survey 
forms were sent to the program director to be passed on to the 
person in the program with design, development, or editorial re-
sponsibilities. 
The Surveys 
The texts of the directors' and editors' surveys are reprinted 
at the end of this chapter. Directors' surveys were returned from 
54 programs. Eighty-five editors' surveys were returned, repre-
senting 86 positions in 40 programs. Both large and small pro-
grams were represented in the returns from both surveys, includ-
ing seven programs with enrollments of less than 1,000 students 
in 1988-89, and 16 of the largest 20 programs (Research and Evalu-
ation Committee, 1990). 
Both editor and director survey responses were received from 
42 programs, director responses only from 14 programs, and edi-
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tor-only responses from 2 programs. Fifty-six of the total of 58 
programs responding were listed in the 1988-89 Independent Study 
Program Profiles (Research and Evaluation Committee, 1990), rep-
resenting 73% of the programs listed. Director responses were re-
ceived from two programs not listed in Profiles (in both instances, 
faculty writers are responsible for editing). The 12 director-only 
responses from programs in Profiles represent only 5.5% of the 
total editorial positions listed there. 
Profiles first gathered data on the number of editors/course 
developers for the 1987-88 report (Research and Evaluation Com-
mittee, 1989). Significantly, the 90.6 positions listed in the 1988-
89 Profiles represented an increase of nearly 16 positions, or 17%, 
over 1987-88. Programs represented in the 861 responses to the 
editors' survey reported 72.95, or 80%, of the positions listed in 
the 1988-89 Profiles. Of the 48 programs listing editor/course de-
veloper positions in Profiles, editor responses were received from 
31. Nine editor responses were received from among the 29 pro-
grams reporting no editor I course developer positions. 
The number of fractional editor I course developer positions 
listed in Profiles, together with the number of editors working part-
time who responded to both the directors' and editors' surveys, 
makes it impossible to estimate the percent of working editors 
our data represents; still, comparison of Profiles data with that 
from both sets of responses indicates that we have a representa-
tive sample for our purposes. 
The increase in reported editor I course developer positions 
coupled with our editor response from programs listing no such 
position in the 1988-89 Profiles is a clear indication that the im-
portance of the editor I course developer function is gaining rec-
ognition, regardless of the title of the person performing it. 
10ne survey form contained responses from two editors. 
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The Distance Education 
Course Editor Today 
Characteristics of editors in distance education programs such 
as gender, age, race, educational level, subject area, and previous 
professional or work experience are clearly relevant to examina-
tion of the author-editor relationship, as are the similarities and/ 
or differences between editors and the authors with whom they 
most frequently work, the members of their institutional faculty. 
It is also instructive to see how they compare on these basic de-
mographics with what is probably their closest peer group in pub-
lishing, university press editors. (Twenty-three of the 58 programs 
represented in total responses share their campus with a univer-
sity press [Association of American University Presses, 1989].) 
Available data permit comparison of editors with faculty with re-
gard to gender, age, and race, and with university press editors 
in these characteristics plus educational level, field of study, and 
previous job I professional experience as well. 
Gender. In responses to our editor survey, women outnumber men 
by about 60% to 40% (N = 83). Among university press editors, 
women outnumber men by a somewhat greater margin-72% to 
just over 27% (Nichols, 1985). The reverse is true of college/uni-
versity faculty members: there the ratio is about 68% male to 32% 
female ("Characteristics of college ... faculty," 1989). 
Age. Distance education editors for the most part (77%, N = 81) 
are 30 years of age or older, with the largest number (41 %) fall-
ing in the 40- to 45-year age range. Those between 20 and 30 
years old numbered 23%, and those over 55 accounted for 9%. 
The average age reported for university press editors was 41.5 
years (median age: 39 years), with a range from 21 to 69 (Nichols, 
1985). College/university faculty show a similar distribution, with 
nearly 67% in the 40 to 60 age range. Under 40 are 17.5% and 
over 60 are 16% ("Characteristics," 1989). 
Race/Ethnicity. Racially and ethnically, 95.4% of editor respondents 
(N = 83) identified themselves as white, just under 4% as black, 
and just over 2% as "other," with no specification. University press 
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editors are comparable as to percentage who are white (94%), but 
diverge on other designations: Asian, 2.3%, Native American, 1 %, 
black and other, each less than 1 %. (Nichols, 1985. Information 
on university press editor breakdown by race/ethnicity, though 
dating from 1985, was confirmed as valid for 1989 in a personal 
communication in early 1990 from AAUP national offices in New 
York City.) Racial/ ethnic characteristics of college/university fac-
ulty are as follows: 92.5% white, 2.4% Asian, 2.2% black, 1.7% 
hispanic, 0.5% American Indian, and 0.6% other ("Characteristics," 
1989). 
Education. As expected, the level of education of editor respon-
dents is high. The degree level reported by the largest number 
was the master's degree (38%, N = 84), followed by the bachelor's 
degree (27%). Equal numbers (14%) reported having a doctorate 
or having some college but no degree. Associate degrees were 
reported by 2%. Slightly more than 3% did not respond to this 
question. Similar educational levels were reported by university 
press editors: master's, 41 %; bachelor's, 37.8%; doctorate, 12.9%. 
A category of ABD ("all but dissertation") was included in the 
university press survey data and reported by 7.4% of the respon-
dents (Nichols, 1985); however, our study included these in the 
master's degree category. 
Seventy-five editors' survey respondents listed the subject area 
in which they received their degree(s). Twenty-two (29%) listed 
degrees in two or more fields; over 18% of the total combined a 
degree in education or teacher certification with a degree in one 
or more other fields. (Many listed extensive study in fields other 
than those in which they received degrees but which they appar-
ently felt were relevant to their present work.) In common with 
their counterparts across the publishing industry (Nichols, 1985), 
editors most frequently (35) listed English as their major field. 
Next were education (21), history (11), journalism (10), business 
(6), foreign language (4), and communications and science (3 each). 
Mentioned by two respondents were political science, compara-
tive literature, psychology, philosophy, advertising, music, and en-
gineering. Other fields with one mention each were mathematics, 
educational psychology, library science, sociology I social work, and 
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art history. Similarly, over 95% of university press editors "re-
ported having liberal arts or social science backgrounds [with] 
English ... the most common major" (Nichols, 1985, p. 259). 
Experience. Editors are an eclectic group with regard to previous 
work/professional experience as well as educational background. 
Here, too, the respondents' perceptions of what is relevant to their 
present work are reflected in their answers. The editors' survey 
asked for experience of two kinds: previous editing/course de-
sign/course development (ed/cd/cd) experience and other pre-
vious professional or work experience. Teaching figured promi-
nently in both categories: it was listed as "previous experience" 
by the majority of respondents (over 46%; N = 73) and "previous 
ed/cd/cd experience" by nearly 16% of respondents (N = 63). 
Journalism and writing/course writing were also listed in both 
categories. Previous ed/ cd/ cd experience reported, in order of fre-
quency, encompasses editorial, including journalism (46%), teach-
ing (16%), writing (11 %), course writing (6%), wordprocessing/ 
desktop publishing (6%), other occupations (such as coaching, 
nursing, social work, 3%), course design (3%), and media other 
than print, continuing education, and graphics (each 1.5%). Listed 
in order of frequency as previous experience other than ed/ cd/ 
cd (some respondents had previous experience in two or more 
areas) were teaching (46%), other occupations (16%), miscellaneous 
(janitor, fast food store clerk-50% of respondents listing these 
jobs were under age 30-14 % ) , secretarial/ clerical (11 % ) , business 
and continuing education (each 9.5%), writing (8%), journalism 
(5%), computers and graphics (each 4%), librarian (3%), and me-
dia other than print (1 % ). Similarly, among university press edi-
tors "the most frequently mentioned [job title] was that of 
teacher ... just under 30%" (Nichols, 1985, p. 259); fields related 
to editing and journalism were next (precise figures were not 
given). 
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Where Are Editors and 
What Do They Do? 
Because of the great potential of the author I editor relation-
ship in terms of designing materials to enhance learning at a dis-
tance, it is important to know just how much time editors actu-
ally have available for these functions. Thus we have gathered 
data on number of editors relative to program size, on percent of 
time editors are employed, and on their range of duties and re-
sponsibilities. 
For the most part, there is a clear relationship between size 
of program and number of editors as reported by 54 directors' 
survey respondents. The larger the enrollment and the more 
courses offered, the larger the number of editors. The four re-
sponses from directors reporting 10 or more editors (including 
course design/development personnel), including both full and 
part time, were from programs with an average enrollment of 
14,600 (range: 4,000-19,000) and an average of 336 courses (range: 
132-393). Programs with 6-9 editorial personnel averaged 10,400 
enrollments (range: 5,800-14,200) and 268 courses (range: 75-488). 
For four editors, the numbers were 6,200, average enrollment and 
241, average courses. Programs with three editors averaged 3,100 
enrollments and 108 courses. 
The relationship between number of enrollments/number of 
courses and number of editors is not entirely consistent, how-
ever. Among the programs with the fewest editorial positions, the 
22 programs reporting two editors had an enrollment range of 
452 to 13,120 (average 4,198) and course range of 24 to 269 (aver-
age 137). Eleven programs reporting one editor (working at least 
half-time) had an average enrollment of 2,635 (range: 75-6,351) 
and an average of 110 courses (range: 15-215). 
Responses to the editors' survey indicated that the number 
of courses in the curriculum was not the only measure of poten-
tial workload, however. Comparison of responses to question #3, 
number of print jobs processed annually, indicates that editorial 
offices frequently process more jobs than would be expected to 
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maintain their curriculum. Most likely, they produce marketing 
and promotional pieces, and perhaps edit and produce other pub-
lications for their institutions. Of the 62 useable responses toques-
tion #3, 60% indicated 200 or fewer print jobs processed per year 
and about 40% indicated 300-600. Preliminary review seems to 
indicate that the programs with the greatest number of editorial 
positions tend to have a print-job workload that indicates pro-
gram maintenance (including processing of reprints, major and 
minor revision of existing study guides to accommodate new edi-
tions of course textbooks as well as for other purposes, and new 
course development) as the primary role of editorial personnel. 
This would be an interesting area for future investigation: How 
much time can an editor devote to a given course-development 
or course-revision project? Implications of the answer are impor-
tant, as we know empirically that course quality is strongly re-
lated to the amount of editorial/ course development time invested 
in the course study guide. · 
Part-Time or Full-Time. None of the 16 programs with the largest 
number of editors report full-time editors exclusively-12 use a 
combination of full- and part-time staff, and 4 use part-time staff 
exclusively. The majority of editor respondents are full-time em-
ployees (81%, N = 83). Analyzed by gender, females outnumber 
males as both full-time and part-time employees, although a larger 
percentage of male editors than of female editors work full-time 
(full-time employees: 30% males, 39% females; part-time employ-
ees: 12% males, 24% females). 
Salary. Salary range responses offered some interesting compari-
sons. (Salary ranges are based on full-time equivalents.) About 
66% (N = 83) of respondents reported earning over $20,000 annu-
ally, and 34 % under that amount. The largest numbers were found 
in the under-$15,000 range (20%) and the $20,000-$25,000 range 
(29%). Next in order of frequency were the $25,000-$30,000 range 
and the over-$35,000 range (both with 14%) and the $15,000-
$20,000 range (13%). The least number of respondents (8%) re-
ported salaries in the range of $30,000 to $35,000. 
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An overall comparison of salaries by gender found 92% of 
females and just over 54 % of males reporting salaries under 
$30,000. Salaries of $30,000 and above were reported by 45% of 
males and 8% of females. (Nichols [1985] made a similar finding: 
"Although about 72% of the respondents were women [ univer-
sity press editors], a disproportionately high number of them fall 
into the two lowest salary ranges.") However, some further light 
may be shed on the matter of salaries in the discussion of duties 
and responsibilities that follows. 
Duties. As do editors in other types of publishing, those in our 
independent study programs combine editing with a variety of 
other responsibilities. Here, too, some significant differences ap-
pear in both gender and salary. We used a traditional definition 
of the editorial function in analyzing editor responses related to 
duties and responsibilities. Roughly this included advising authors 
on appropriate style and design, evaluating preliminary manu-
script samples, editing prepared manuscripts (on computer or not), 
conferring with authors, establishing formats, handling produc-
tion and incorporation of graphics and the like, overseeing pro-
duction and working with printers, proofreading and/ or super-
vision or coordination of proofreading. For purposes of analysis, 
ten additional categories of duties were established from the job 
descriptions given by respondents: 
1. preliminary course design/ development 
2. typesetting/production (performing, not supervising, this 
function) 
3. director I administration 
4. writing (generating materials) 
5. marketing/promotion (newsletters, catalogs, etc.) 
6. teaching/instruction 
7. student services (counseling, lesson flow, registration) 
8. clerical (files, office management, secretarial) 
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9. media development 
10. curriculum development 
Although our information must be regarded as somewhat im-
precise-some respondents described their duties and responsi-
bilities in much greater detail than others did-nevertheless, the 
findings that follow are reinforced by responses to Question #6, 
discussed later in this chapter. 
Fewer than 20% of editor respondents reported performing 
traditional editorial duties only. Most combine editing with one 
or more of the ten functions listed above. Surprisingly, over 10% 
reported performing all program functions. Preliminary design and 
development were reported as their sole functions by 7%, and 
typesetting/production by 1 %. Functions cited other than edit-
ing, in order of frequency, were director I administrator, 30%; mar-
keting/ promotion, 23%; preliminary design/ development, 22%; 
typesetting, 17%; clerical, 6%; curriculum and student services, 
both about 4%; writing, 2%; and media development, 1%. See 
Table 1, pp. 201-204, for data on gender, salary, educational level, 
and field of study associated with these categories. 
In duties performed both alone and in combination withed-
iting (see above), females predominate in all categories except writ-
ing (generate materials) and director I administrator, where the gen-
der breakdown is about fifty-fifty. The highest salary ranges pre-
dominate for director I supervisor I administrator; the salary break-
down by gender in this category reveals that 90% of male sala-
ries are $30,000 or above compared with 33% of female salaries. 
Typesetting/production (71% female versus 28% male) falls into 
the lowest salary range. For those who do editing only, the fe-
male/ male ratio is 62% to 37%; all salaries are below $30,000 and 
69% are below $20,000. Eighty percent of females and 50% of 
males fall in this lower range; 20% of females and 50% of males 
are in the higher range. Those involved in preliminary course de-
velopment and design are 72% female and 28% male; the distri-
bution of salary by gender in this category is fairly even, though 
the range is great: from under $15,000 to over $35,000. In this, as 
in other categories, salary was clearly influenced by the 
Table 1. Relationship of Function to Other Factors for Editor Respondents 
(in order of frequency; N = 83*) 
Part I: For Three Special Categories 
Function Gender Salary1 Degree2 Field(s) of Study3 
% Range% %F; %M Type.% %F;%M 
1. Editing F: 62 1/ 25 75; 25 SC: 25 75; 25 
only (19%) M: 37 2/ 44 71; 29 A: 0 O; 0 
3/ 19 O; 100 B: 25 100; 0 
4/ 12 100; 0 M: 44 43; 57 
D: 6 0; 100 
2. All program F: 55 1/ 11 100; 0 SC: 22 100; 0 
functions M: 33 2/ 11 100; 0 B: 11 100; 0 
(11%) NG: 11 3/ 22 50; 50 M: 33 67; 33 
4/ 22 100; 0 D: 33 O; 676 
5/ 11 O; 100 
6/ 33 O; 676 
3. Course F: 83 3/ 83 80; 20 B: 67 75; 25 
design/ <level- M: 17 4/ 17 100; 0 M: 33 100; 0 
o~ment only 
( %) 
·of the 85 questionnaires returned (representing 86 editorial positions), 83 provided information usable in the tabulations. 




















1Ranges: 1/ under $15,000; 2/ $15,000-20,000; 3/ $20,000-25,000; 4/ $25,000-30,000; 5/ $30,000-35,000; 6/ over $35,000. 
2Indicates highest level attained: SC= some college but no degree; A= associate degree; B =bachelor's degree; M =master's degree; D =doctorate. 
3May not add up to 100 percent; 29% of respondents have degrees in more than one field. 
4Includes literature and other related fields. 
5NG = not given. 




















Table 1. Relationship of Function to Other Factors (cont'd) 
(in order of frequency; N = 83) 
Part II: For All Responses 
Function Gender Salary1 Degree2 Field(s) of Study3 
% Range% %F; %M Type % %F;%M Field % 
1. Director I F: 48 l/ 8 100; 0 SC: 8 100; 0 English/Journalism4 36 
administrator M: 44 2/ 8 100; 0 A: 4 100; 0 Education 36 
(30%) NG: 8 3/ 8 100; 0 B: 12 67; 33 Business 8 
4/ 16 50; 256 M: 44 45; 456 Engineering 8 
5/ 20 40; 60 D: 24 17; 6'16 History 8 





2. Promotion/ F: 63 1/ 15 100; 0 B: 37 71; 29 English/Journalism 32 
marketing (23%) M: 36 3/ 40 57; 43 M: 37 71; 29 Education 32 
NG: 10 4/ 15 100; 0 D: 16 33; 336 Business 5 
5/ 15 67; 33 NG: 10 50; Q6 History 5 
6/ 15 0; 336 Nutrition 5 
Nursing 5 
NG 16 
Note: Function percentages in Part II show percent of respondents who cited the function as part of their job. Since many 




Table 1. Relationship of Function to Other Factors (cont'd) 
(in order of frequency; N = 83) 
Part II: For All Responses (cont'd) 
Function Gender Salary1 Degree2 Field(s) of Study3 
% Range% %F; %M Type % %F;%M Field % 
3. Preliminary F: 72 1/ 5 100; 0 SC: 5 100; 0 English/Journalism 61 
course develop- M: 28 3/ 61 73; 27 B: 33 67; 33 History 28 
ment/ 4/ 11 100; 0 M: 39 71; 29 Psychology 11 
design (22%) 5/ 5 O; 100 D: 17 67; 33 Business 5 
6/ 17 67; 33 NG: 5 Communication 5 
Education 5 
Library Science 5 
Modem Language 5 
NG 11 
4. Typesetting/ F: 71 1/ 50 71; 29 SC: 50 71; 28 English/Journalism 43 
production M: 28 2/ 28 75; 25 B: 36 80; 20 Business 21 
(17%) 3/ 14 50; 50 M: 14 50; 50 Media 7 
4/ 7 100; 0 Political Science 7 
Science 7 
NG 14 
5. Office manage- F: 60 1/ 20 100; 0 A: 40 100; 0 English/} oumalism 60 
ment/ files/ clerical M: 40 2/ 60 67; 33 B: 20 100; 0 Business 20 
(6%) 6/ 20 O; 100 M: 40 50; 50 NG 20 
6. Student services/ F: 33 2/ 33 33; 06 M: 33 100; 0 English/Journalism 33 
counseling/les- M: 0 6/ 67 O; 06 D: 33 0; 06 Business 33 




Part II: For All Responses (cont'd) 
Function Gender Salary1 Degree2 Field(s) of Study3 
% Range% %F; %M Type % %F;%M Field % 
7. Curriculum F: 67 l/ 33 100; 0 M: 67 100; 0 English/Journalism 33 
development M: 33 6/ 67 50; 50 D: 33 0; 100 Nursing 33 
(4%) NG 33 
8. Writing (generat- F: 50 3/ 100 50; 50 M: 50 100; 0 
ing instructional M: 50 D: 50 O; 100 Education 50 
materials) History 50 
(2%) 
9. Media develop- F: 100 4/ 100 100; 0 M: 100 100; 0 Education 100 
ment (1%) M: 0 
10. Teach/instruct NA NA NA NA 
(Two of 85 respon-
ses indicated that 
all course develop-
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particular combination of responsibilities (analyses of salary by 
factors such as size of program and time in position were not 
attempted). (See Table 1 for detailed breakdown of salaries and 
gender.) 
Training. Of respondents who gave sufficient information to clas-
sify in response to Question #5, "Please describe training ... at 
the start of your present job," the largest number (over 20%, N = 
43) listed a combination of design-specific and desktop publish-
ing/wordprocessing training. An equal number listed such un-
structured experiences as sharing an office with an experienced 
editor, working with other editors, second reading of manuscripts 
by colleagues, or periodic review of work in process by a super-
visor. Next were those who received design-specific training only 
(nearly 19%), although some degree of design-specific orientation 
was implicit in the responses of an additional 52%. Those who 
reported training only in desktop publishing/wordprocessing or 
only in office routine and procedures both numbered 12%. 
As to training materials used, 10% (all from larger programs) 
reported that an in-house manual figured in their training. Re-
view of existing study guides was frequently mentioned as part 
of both design-specific and less structured training. No mention 
was made of reviewing samples of award-winning courses, al-
though these have been disseminated as part of the awards pro-
cess for several years (see the discussion under "How Are Stan-
dards Determined" for more information about how these samples 
may be used). 
Respondents who answered in the ways just described rep-
resented about 58% of total editors' survey responses (N = 83); of 
these, nearly 28% specified that they had received no training of 
any kind or had "learned by doing." Some of these responses 
were from programs where other responses, from editors with 
similar duties and time on the job, indicate strong emphasis on 
training. Directors' survey responses show that larger programs 
generally provide the most training resources for new employ-
ees, although some respondents evideµtly question their effective-
ness. 
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Described by respondents as previous training relevant to 
present work (N = 44) were previous editorial work (including 
journalism), 50%; classroom instruction (in editing, journalism, and 
writing, including English, usually as part of a degree program), 
27%; workshops (including NUCEA-sponsored) and teaching (es-
pecially English), each nearly 7%. Other training (about 9%) in-
cluded preparation of the respondent's own thesis or dissertation, 
work in the printing business, and "self-taught." 
Time on Job. There are many new employees in our sample: about 
66% (N = 79) have been on the job five years or less, with the 
largest portion (over 22%) falling in the 1-3 year range. Next in 
frequency were 3-5 years (about 23%), 5-10 years (over 16%), 10-
20 (15%), less than one year (14%), and over 20 years (2%). The 
relative inexperience of the majority of our respondents is pos-
sible evidence both of new respect for. the editorial/ course de-
sign function (if increase in positions in Profiles between 1987-88 
and 1988-89 is any indication of this) and of the staffing adapta-
tion to desktop publishing evident in some programs. In the 
former case, in two larger programs new workers at the associ-
ate I assistant editor level have responsibility for backlist mainte-
nance as their principal function, freeing higher-level staff to con-
centrate on new course development. In the latter, course devel-
opment and design functions are performed by experienced, full-
time instructional designers and administrators, whereas type for-
matting, design, and copyediting functions have been combined 
with typesetting and relegated to inexperienced, mostly part-time 
employees. 
The age of a program had no particular relevance to respon-
dents' time in job. The two program-age categories from which 
most responses came, 10-19 years (22%) and over 40 years (72%), 
showed about equal numbers of employees with both more and 
less than five years on the job. 
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The Collaboration of 
Course Editors and Writers 
From my experience, the relationship between the subject specialist 
and instructional designer [editor] needs to be that of colleagues 
and I prefer the description of joint venturers. . . . the notion that 
both are working together and that the ultimate beneficiary of their 
endeavours will always be the learner. (Jackling, 1989, p. 40) 
The foregoing comment from one instructional designer in 
distance education suggests that the relationship between course 
writers and course editors is collaborative. The results of our sur-
vey support this idea of partnership in course development. Ques-
tion #6 on the editors' survey classified the involvement of course 
editors with various tasks related to course development. Through-
out the following discussion, except as noted, we have chosen to 
use the term "editor" to designate any person with the responsi-
bilities described by the survey questions. This is the title desig-
nated most frequently by our respondents; over 60% had the word 
"editor," "publication," or "production" in their title. About 23% 
had "design," "developer," "instruction," "curriculum," or 
"course," sometimes in combination with "editor." Twenty-two 
percent had "director," "manager," "head," "coordinator," or "ad-
ministrator," alone or in combination with either of the above. 
The term "course guide" is used in a general sense to mean 
the printed instructional materials prepared for the students in a 
distance education program. The term "study guide" appears in 
much of the literature and in materials from the Division of Inde-
pendent Study, National University Continuing Education Asso-
ciation. 
Because there was no previous study with which to compare 
our data, the discussion here will be largely descriptive; we have 
tried to present a "photograph" of distance education editors at 
this time. We have not attempted to analyze every possible corre-
lation or to discuss every possible interpretation of the data. 
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The first part of Question #6 asked at what point the course 
editor entered the course development process and the most com-
mon entry point. Because more than one response was possible 
on this part, the total number of responses was 228 for a. 1-5 and 
74 for the follow-up question. Twenty-one percent responded that 
the editor entered the process when the course was being de-
signed; 59% were involved by the point when the material was 
being written; and by the time the study guide writing was com-
plete, 89% of the editors were involved. The two most common 
entry points were when the course was being designed (32%) and 
after the study guide was written (41 %). Eight respondents (rep-
resenting less than five institutions) noted that course designers/ 
developers and course editors are different people; therefore, the 
responses may reflect differences in the separate roles. 
Part b. of Question #6 provides an. overview of how various 
tasks in course development are allocated between course writers 
and editors. Responses are summarized in Table 2. 
Writers are involved at every step, either solely or in part-
nership with the editor. Writers have most control over choosing 
textbooks (85% have exclusive control), deciding on examination 
content (87%), and deciding on reading, writing, and listening as-
signments (88%). Other areas in which a majority of writers have 
sole control are deciding on content to be taught by each me-
dium (73%), deciding on objectives for each study unit (72%), de-
ciding on self-help/self-study assignments (73%), and designing 
written assignments and evaluation (76%). 
With the exception of one anomalous case where the program 
director was responsible for all facets of the course production 
process, few course editors had exclusive control over any aspect 
of the process; only 76% had exclusive control over the editing of 
study guides, 49% over permissions and clearances, and 35% over 
proofreading. Graphics and cover art and standardized informa-
tion on course mechanics were two other areas where some edi-
tors had exclusive control. 
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Table 2. Course Development Responsibilities 
by Function 
Function Responsibility by Percent1 
Writer Editor Shared Other 
Identify course 
objectives 64.0 1.0 35.0 
Plan course 
structure 58.0 1.0 41.0 
Choose textbooks 85.0 -0- 15.0 
Choose content for 
each medium 73.0 1.0 26.0 
Organize content 
into study guide 60.0 1.0 39.0 
Decide on exam 
content 87.0 2.0 10.0 
Formulate study 
unit objectives 72.0 -0- 27.0 
Decide assignments 88.0 1.0 10.0 
Decide study notes/ 
commentary 68.0 1.0 30.0 
Develop self-help, 
self-test matls. 73.0 -0- 27.0 
Design written 
assignments I eval. 76.0 1.0 20.0 1.0 
Cover art, internal 
graphics 12.0 25.0 62.0 1.0 
Obtain permissions, 
clearances 15.0 49.0 35.0 1.0 
Intro. matl. on 
course mechanics 26.0 30.0 42.0 1.0 
Intro. to course 
and ind. study 39.0 5.0 55.0 1.0 
Edit manuscript -0- 76.0 21.0 2.0 
Proofread study 
guide 1.0 35.0 59.0 2.0 
1 . 
T?tals may be less than 100 percent because of nonresponses. 
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The collaboration or sharing between writers and editors is 
further confirmed by responses to part b. All tasks listed on the 
survey showed some degree of sharing, ranging from 10% on as-
signment decisions to 62% on graphics and art decisions. Occa-
sionally, course development tasks are shared by someone other 
than writers or editors, for example, illustrators, graphics design-
ers, or proofreaders (see Table 2). 
Parts c. and d. of Question #6 measured the degree of "veto 
power" or control over course development exercised by writers 
and editors, respectively. Over 83% of directors (N = 54) answered 
yes without qualification in answer to the question "Can your 
program reject a manuscript or require a course writer to make 
substantive changes?" Significant numbers of editor responses 
were "yes" to both questions (65% in part c. and 59% in part d.); 
however, there were many nonresponses or "other" responses. 
These comments generally stressed that writers and editors pre-
ferred compromise and accommodation on points of conflict. 
The remaining sections of Question #6 dealt with editor roles 
in team-based course development and development of multime-
dia courses. Responses to the editors' survey suggest that the 
course-team development model, widely used in distance educa-
tion programs outside the United States, is not the prevailing 
model in our university-based programs. Only 43% of respondents 
(N = 85) stated that they had been part of a course-development 
team. Of the affirmative responses, 62% stated their status was 
equal team member; 19% had been team leaders; and 19% had 
been subordinate team members. Comments on these parts of the 
question indicated that the team approach was not a common 
one, that the editor's status may vary with the nature of the 
project, and that third-party agencies or funding sources may in-
fluence or control team-developed courses more than does the 
institution or academic department. 
Part g. of Question #6 concerned production of multimedia 
courses, that is, courses using more than one medium of presen-
tation. The number of responses was small, only 47, and not all 
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respondents completed all sections of part g. However, 84 % of 
respondents had been involved in multimedia production. 
Print and nonprint elements were developed simultaneously 
in 47% of cases, print elements were developed first in 33%, and 
nonprint elements first in 20% of cases. Although we cannot gen-
eralize from such a small sample, our responses still support the 
"primacy of print" in multimedia courses, with 58% of respon-
dents stating that print components were seen as primary and 
29% stating that print and nonprint components were equal. 
The survey responses also suggest that the editor has a sig-
nificant role in multimedia course development: 65% of editors 
have input into development of nonprint media, although one 
comment suggested that the study guide editor is not in a posi-
tion to evaluate the use of nonprint media. Editors also have con-
trol of the print elements of a multimedia course, with 72% stat-
ing that nonprint media specialists do not have input into print 
materials. Comments on this section suggest that audio or video 
producers are the ones most likely to have input if any is given. 
The responses suggest some directions for further explora-
tion and research. However, it does seem clear that course edi-
tors in our programs have a closely collaborative relationship with 
course writers and that their skills and experience represent a pro-
fessional resource for those programs and writers. 
How Are Standards Determined? 
Question #7 of the survey provides information about the 
standards or guidelines that course editors use to achieve and 
maintain a high level of quality in their programs' instructional 
materials. The first two sections gathered information about the 
standards for editorial style and consistency. The third section 
identifies some factors considered in course production and mea-
sures the relative weights of those factors. 
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Over 98% (N = 85) of editor respondents reported using some 
type of guide to editorial style. While some rely entirely on inter-
nal style sheets, many have a variety of references available. Most 
use a standard publisher's reference manual such as Chicago 
Manual of Style (1982), Words into Type (1974), the Gregg Reference 
Manual (Sabin, 1985), the MLA Style Guide (Achtert and Gibaldi, 
1985), and the Associated Press Stylebook (French, 1989) (the latter 
tw_o representing opposite ends of the publishing spectrum from 
scholarly standards to journalistic ones). See Table 3 for a listing 
of style manuals by frequency of use. Internal office style sheets 
were used by over 75% and institutional style guides by over 20%. 
(Use of the latter may increase as a result of the print materials 
standard introduced in 1989 into the Standards of the Division of 
Independent Study of the National University Continuing Education 
Association, which cites "institutional standards" as the value gov-
erning print materials.) 
Over half of the respondents report using Division of Inde-
pendent Study course awards criteria as a resource; this could 
indicate both the desire to achieve these standards in all courses 
Table 3. Style Manuals Most Frequently Used 
(in percents; some respondents use several) 
Chicago Manual (1982) 
Words into Type (1974) 
Gregg (Sabin, 1985) 
Associated Press (French, 1987) 








1 American Psychological Association (1984); Copperud (1980); Fowler 
(1989); the Scott, Foresman Handbook (Hairston & Ruszkiewicz, 1988); Strunk 
and White (1979). Note: No respondents listed the Chicago Guide to Prepar-
ing Electronic Manuscripts (1987). 
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and intention to submit courses for judging. Recourse to instruc-
tional design resources, on the other hand, is surprisingly low 
(less than 13%). Respondents indicating access to these resources 
usually use a number of other guides as well, both standard ref-
erence manuals and style sheets. For our sample, the most likely 
explanation is that design falls largely within the course writer's 
province (see discussion of 7c. below). Among design resources 
listed by respondents were books and journal articles, workshops 
and seminars (including those sponsored by the Division of In-
dependent Study), internal author manuals, and campus learning 
centers. 
Part c. of Question #7 on the editors' survey listed eight pos-
sible factors that could influence the production quality of instruc-
tional materials, including cost, program policy /image, institu-
tional policy I image, competition with commercially produced 
textbooks and materials, learner needs, instructional design tech-
niques, availability of technical resources, and NUCEA course 
award guidelines. Table 4 summarizes the responses to this ques-
tion; of the 85 surveys returned, two did not respond to this part 
at all and one did not respond to #6 and #8 of this part. 
Number 5, "learner's needs," was clearly the most important 
factor in course production; 65% of respondents ranked it most 
important, and the combined response for ranking of 4 and 5 was 
84%. Number 4, "competition with ... commercially produced 
materials," was rated as least important, with 38% ranking it at 1 
and only 7% ranking it either 4 or 5. 
The combined rankings of 4 and 5 for each factor are given 
in Table 5. 
On this basis, other important factors are program policy I 
image, instructional design techniques, and availability of produc-
tion resources. Two observations concerning the responses seem 
particularly interesting. The first is that less than half of the re-
spondents ranked cost as either 4 or 5, although only 6% ranked 
it as least important. In spite of the sometimes "peripheral" sta-
214 NANCY GAINES AND ELIZABETH HOUDEK 
Table 4. Considerations Governing Appearance of 
Instructional Materials 
Category Rank by Percent1 
(1) (2) (3) (4) (5) 
Least important Most important 
Cost 7.0 10.5 34.0 27.0 19.0 
Program image 2.0 7.0 24.0 35.0 29.0 
Institution image 6.0 12.0 28.0 33.0 19.0 
Compete with 
commercial matls 38.0 30.5 22.0 3.5 3.5 
Learner needs 2.0 2.0 8.0 19.0 65.0 
Instructional 
design 2.0 9.0 25.0 28.0 32.0 
Available tech. 
resources 14.0 5.0 15.0 41.0 22.0 
NUCEA course 
awards 23.5 13.0 33.0 14.0 13.0 
1Percents do not total 100 because of nonresponses. 
tus of distance education programs in our institutions, it seems 
that there is a commitment to use program funds for course pro-
duction. 
The second observation that intrigued us is the "divided" na-
ture of the response to #8, "NUCEA course awards." About equal 
numbers of respondents ranked this factor as 1, least important 
(23.5%), and as 4 and 5, important or most important (27%). An 
informal evaluation of this item with size of program did not show 
any correlation, either positive or negative, between ranking on 
this factor and program size. Since one of the primary purposes 
of the course awards is to encourage our member programs to 
emulate the qualities of the award-winning courses, the responses 
to this item might suggest some further investigation to evaluate 
our findings. 
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Table 5. Importance of Factors Influencing 
Quality of Materials 
Factor % of Rank 4 % of Rank 5 % of 4 and 5 
1. Cost 27.0 19.0 46.0 
2. Program 35.0 29.0 64.0 
policy I image 
3. Institutional 33.0 19.0 52.0 
policy I image 
4. Competition with 3.5 3.5 7.0 
commercial materials 
5. Learner's needs 19.0 65.0 84.0 
6. Instructional 28.0 32.0 60.0 
design 
7. Production 41.0 22.0 63.0 
resources 
8. NUCEA course 14.0 13.0 27.0 
awards 
The Impact of Desktop Publishing 
Both editors and directors were surveyed concerning the ex-
tent to which the computer revolution in editing and publishing 
has affected the course development and production process in 
university-based distance education programs. 
Question #8 on the editors' survey, which asked specifically 
about "desktop publishing," was answered by all respondents. 
However, it was clear from a number of responses that the ques-
tion needed further definition of the term. There seemed to be 
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some question whether the term meant any computer-aided edit-
ing or course design or meant only full-featured graphics and page 
layout capabilities. 
Of our respondents, 67% said desktop publishing (DTP) was 
used in production of their courses; 29% answered no, and the 
remainder were "other" responses. Most comments about the use 
of DTP were positive: several respondents noted the flexibility of 
design possible with DTP, along with decreased dependence on 
outside resources for such things as graphics and page design. 
Almost all comments praised the increased production quality of 
materials produced with DTP. Very few respondents cited im-
proved speed or efficiency as a major advantage, and more than 
one respondent stated that DTP can have unforeseen consequences 
for staff functions and work flow. 
Directors were asked whether their programs now use desk-
top publishing; if not, whether they expect to be using it within 
two years; and if so, how long they have used it and what its 
impact has been. Over 54 % reported using desktop publishing at 
the present time, although, as noted above, the actual definition 
of the term is not precise. Of the remainder, over 41 % expected 
to be using it within two years. Most users (over 59%) have had 
two to five years' experience with their systems, and over 11 % 
have had more than five years' experience. Twenty-nine percent 
reported less than two years' experience. 
Directors were surveyed in some detail about the impact of 
desktop publishing on their operations. All cited change in stan-
dards for study guides, and nearly 70% cited introduction of 
graphic and other elements such as maps, charts, and improved 
cover design. Over half cited changes in their work processes, 
including author manuscripts submitted on disks, on-screen edit-
ing and formatting, elimination of proofreaders or change in proof-
reading procedures, and allocation of more production time to 
graphics. Realignment of staff duties and responsibilities was cited 
by 31 %; among those specified were increased responsibility for 
both typesetters and editors, with each taking on some of the 
other's traditional functions. 
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A variety of occasionally contradictory observations were 
made by the 27% of directors who responded to a request for 
general comments on the impact of desktop publishing: that desk-
top publishing is more efficient and more flexible than older sys-
tems; that it promotes better writing; that it takes less time; that 
it takes two to three times longer; that it has raised standards in 
all aspects of course development; that no large or fundamental 
changes have resulted. We see the area of desktop publishing in 
independent study as an interesting and important one for con-
tinued observation and inquiry. 
What's in the Future? 
[I]t is appropriate to ask constantly, "What is the role of the educa-
tional developer"? There is general agreement that it is to assist 
with teaching strategies, to improve communication skills, to ex-
tend the use of group dynamics, to assist with appropriate assess-
ment, to provide a role as surrogate student, to ensure that tech-
nologies are appropriately used and to develop policies and prac-
tices through research and so illuminate these teaching and learn-
ing activities within educational institutions. (Parer, 1989, p. 12) 
In this centennial "snapshot" of course editors in Division of 
Independent Study programs, it seems clear that producing high-
quality course materials is a top priority and that these programs 
are investing in both human and technological resources to ac-
complish this task. Although we have no documented research 
with which to compare the status and activities of course editors 
in our study to those in previous generations, the demographics, 
especially related to numbers and time on job, suggest that this 
function is becoming increasingly important. The job may go by 
varying titles and have varying responsibilities, but as Markowitz 
(1988) suggested, "Roles are better defined than in the past, and 
professionals are being attracted to fill those roles." 
The demographics of the respondents to our survey confirm 
this, especially if a profession is defined by the educational level 
of its participants and the nature of their relationships with other 
professionals (for example, university faculty). Nevertheless, our 
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survey indicates that the resources provided to editors for both 
initial and ongoing professional education and training are un-
even in scope and quantity, even when size of the institution and 
program are taken into account. Perhaps one task for the Divi-
sion of Independent Study is to explore ways of providing pro-
fessional development opportunities that can be used by programs 
of limited as well as ample resources. 
Because all the persons and institutions who participated in 
this survey belong to distance education programs that are part 
of larger academic institutions, course development practices may 
reflect policies and relationships of those institutions, a situation 
that would not exist in free-standing programs. Any one of the 
questions in both of our surveys could be explored further for 
more information or insights. It might be especially revealing to 
examine the perceptions about course development of university 
faculty who are involved in these distance education programs. 
How do we determine what "learner's needs" are? Are we work-
ing with a different set of criteria than faculty in the classroom? 
Where do we get our information? Are we "surrogate students" 
in helping course writers meet the needs of our students? 
Our survey raises some questions about standards in course 
development and editing. For example, do programs having close 
ties with their institutions (where the institutional image is im-
portant in course production) benefit from increased support by 
the institution of the course development and production func-
tions? How can those in the profession of instructional develop-
ment and editing make the best sources of research and informa-
tion available for the widest dissemination and urge the adop-
tion of the most effective strategies? What is the true impact and 
value of course awards? 
It is our hope that this study has helped to illuminate the 
"professional craft" of course development and editing in this last 
decade of the twentieth century and that it will serve as a base 
from which to follow the progress of the profession in years to 
come. 
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Elizabeth Houdek 
Ohio University 
Centennial Anthology Project 
December 1989 
Nancy Gaines 
University of Wisconsin-Extension 
Directors' Survey 
Role of the Editor/Course Developer In 
Independent Study by Correspondence 
Please return by: January 17, 1990 
Please return to: Nancy Gaines, Independent Study, 239 Extension, 
432 N. Lake St., Madison, WI 53706 
1. How many courses does your program offer? 
__ college credit 




2. What are your annual enrollments? 
__ college credit 








_over 40 years 
4. What is your program's relationship to your institution or univer-
sity system? (Please check all that apply.) 
_stand alone 
_part of a continuing education organization with delivery 
modes in addition to correspondence study 
_delivery system for a campus-based facility 
_other. Please describe: ______________ _ 
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5. a. How would you describe your program as to autonomy in 




b. Can your program reject a manuscript or require a course writer 
to make substantive changes? 
_yes 
_no 
_other. Please explain: ______________ _ 
6. What is the total number of professional and clerical staff members 
in your program? 
7. How many staff members perform editorial/ course design func-
. tions exclusively? 
_male 
_female 
8. How many staff members combine editorial/ course development/ 
course design functions with other roles? 
_male 
_female 
9. What training/orientation does your program provide for new 
editorial/ course development/ course design staff? 
10. What type of orientation do you provide for authors of study 
guides and other print materials? (Please check all that apply.) 
_writer's guide 
_workshops or similar training sessions 
_feedback during course development 
_other. Please describe: --------------
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11. Does your program use desktop publishing in production of print 
materials? 
_yes. If yes, go to Question 12. 
_no. If no, do you plan to acquire DTP within two years?_ 
12. How long has your programs used desktop publishing? 
_years 
_months 
13. What impact has DTP had on your program operation? (Please 
check all that apply.) 
_realignment of staff responsibilities. Please describe. 
_change in editorial/ course development process. Please 
describe. 
_change in standards of appearance for print materials 
_introduction of new elements (internal graphics, new 
format/ cover, pedagogical innovations, etc.) into print 
materials. Please describe. 
_other. Please describe. ______________ _ 
Additional comments: __________________ _ 
Thank you for your help. 
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Elizabeth Houdek 
Ohio University 
Centennial Anthology Project 
December, 1989 
Nancy Gaines 
University of Wisconsin-Extension 
Editors' Survey 
Role of the Editor/Course Developer in 
Independent Study by Correspondence 
Please return by: January 17, 1990 
Please return to: Nancy H. Gaines, Independent Study, 239 Extension, 
432 N. Lake St., Madison, WI 53706. 
1. How many courses does your program offer? __ _ 
2. What is your program's annual enrollment? __ _ 
3. How many print jobs does your program process/produce annu-
ally (including new study guides, reprints, revisions, and other 
publications)? __ _ 
4. Editor Demographics 
a. Gender: _male 
_female 









_Other-specify __ _ 
d. Your position title: ------------
e. Job status: _full-time 
_part-time-specify percent of full-time 
f. Duties and responsibilities: ______________ _ 
g. Salary: __ or Range: _under $15,000 
_$15 ,000-20 ,000 
_$20,000-25,000 
_$25 ,000-30 ,000 
_$30,000-35,000 
_over $35,000 
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h. Years in present position: __ _ 
i. Educational background-level and field/s of education: 
j. Previous work experience outside the editorial/ course develop-
ment field: 
k. Previous work experience in editing/course development/ 
course design: 
Years: ___ _ 
5. Editor training 
a. Please describe any training you received at the start of your 
present job: 
b. Had you received any type of editorial training in a previous 
work or school setting? 
_yes. If yes, please describe. ___________ _ 
_ no 
6. Editorial/Course Development Functions 
a. At what point does the editor I course developer enter the course 
development process? (Check all that apply.) 
_(1) when course is being designed 
_(2) before writing begins 
_(3) while writing is in progress 
_(4) after study guide has been written 
_(5) after study guide has been typeset for printing 
What is your most common entry point? _______ _ 
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b. Please indicate who most often performs the functions described 
below in development of course materials by your program-
the writer or the editor I course developer, or whether the 
function is shared by them. (Circle your answers.) 
(1) Course objectives are identified. 
writer editor shared 
(2) Course structure is planned (written assignments, number 
of exams, amount of assigned reading, etc.). 
writer editor shared 
(3) Textbooks and other materials are chosen. 
writer editor shared 
(4) Content to be taught by textbook, by study guide, by other 
medium is decided. 
writer editor shared 
(5) Content of study guide is organized into study units. 
writer editor shared 
(6) Material to be covered by each exam is decided. 
writer editor shared 
(7) Study unit objectives are formulated. 
writer editor shared 
(8) Reading (listening, watching) assignments are decided. 
writer editor shared 
(9) Study notes, commentary, supporting material is prepared. 
writer editor shared 
(10) Self-exam/ self-help materials are developed. 
writer editor shared 
(11) Written assignments/evaluations are designed. 
writer editor shared 
(12) Cover art and internal graphics (charts, tables, maps, half-
tones, etc.) are identified. 
writer editor shared 
(13) Necessary permissions/ clearances are obtained. 
writer editor shared 
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(14) Introductory material on course mechanics (lesson flow, 
grades, etc.) is provided. 
writer editor shared 
(15) Introduction to course subject matter and study sugges-
tions are provided. 
writer editor shared 
(16) Study guide manuscript is edited. 
writer editor shared 
(17) Study guide proof is read. 
writer editor shared 
c. Can a study guide author override editorial decisions? 
_yes 
_no 
_other. Please explain: ______________ _ 




_other. Please explain: ______________ _ 
e. Have you functioned as part of a course-development team? 
_yes. If yes, go on to f. 
_no. If no, go on to 7. 




Comments: __________________ _ 
g. Have you been involved in multi-media (print plus one or more 
other media) course development? 
_yes. If yes, go on to (1)-( 4). 
_no. If no, go on to 7. 
(1) In what sequence were course components developed? 
_print first 
_other media first 
_simultaneous development 
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(3) Did you have input into nonprint media development? 
_yes 
_no 
Comments: _________________ _ 
(4) Did nonprint media specialists have input into print 
development? 
_yes. If yes, who (what position)? ________ _ 
_ no 
Comments: _________________ _ 
7. Standards 
a. What standard stylebook references do you use? 
_Chicago Manual 
_Words into Type 
__,MLA Style Guide 
_other Is. Please list: ______________ _ 
b. Indicate which of the following you use. (Check all that apply.) 
_internal office style sheet 
_institutional publications style sheet 
_NUCEA course awards criteria 
_instructional design resources. Please describe: ____ _ 
c. What considerations govern the appearance of your study 
guides/print materials? 
(Circle one number for each item.) 
Least Most 
1 2 3 4 5 
(1) cost 1 2 3 
(2) program policy I image 1 2 3 
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(4) competition with textbook and other 
commercially produced course materials 1 2 3 4 5 
(5) learner's needs 1 2 3 4 5 
(6) instructional design techniques 1 2 3 4 5 
(7) availability of typesetting, graphics, and 
printing resources 1 2 3 4 5 
(8) NUCEA course awards 1 2 3 4 5 
8. Does your program use desktop publishing? 
_yes. If yes, how has desktop publishing affected your work? 
_no 
Additional comments: _________________ _ 
Thank you for your help. 

Chapter 10 
The Research, Evaluation, 
and Documentation of 
Independent Study 
Charles E. Feasley 
With the explosion of articles that describe distance educa-
tion or open learning, it may be helpful to identify the distinc-
tiveness of independent study, which is the central focus of this 
anthology. If one assumes that "open learning" represents the pro-
vision of one or more alternative methods of completing an insti-
tutionally planned course of instruction, then the term "distance 
education" would describe those alternative methods designed for 
courses in which the teacher is usually physically separated from 
the students. Independent study is that segment of distance edu-
cation in which the teacher and students are usually separated in 
time as well as distance. 
Research Trends 
Topics of Research 
Comparing the topics covered in this anthology with those 
that appeared in the Brandenburg Memorial Essays (Wedemeyer, 
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1966) is a useful way to gauge trends in research over time. The 
similarities in the chapter topics in the two collections of essays 
are surprising. Each collection contains chapters on current re-
search, the future, nonprint media, course development, institu-
tional role and marketing, self-evaluation and quality, international 
activities, and professional development. Although the earlier an-
thology focused almost entirely on faculty when it discussed pro-
fessional development, this volume describes several kinds of 
nonfacul ty professionals such as instructional developers I editors, 
media technologists, and student-support providers. 
Calvert (1986) provided a helpful conceptual framework for 
distance education research needs by identifying three principal 
kinds o.f variables: input, process, and outcome. While both input 
and outcome variables can be further divided into student vari-
ables or system variables, process variables are classified as ei-
ther development or delivery. · 
A representative student input variable might be the neces-
sary educational background, while a system input variable could 
be the technological resources that are available. The Annenberg/ 
Corporation for Public Broadcasting Project has created a num-
ber of media-based resources that are designed to improve pro-
cess variables such as access to delivery and/ or quality of 
nontraditional instruction (Mayor & Dirr, 1987). An important stu-
dent outcome variable deals with how often students drop out. 
A system outcome variable might examine the costs or acceptance 
of a system that engenders a certain percentage of "dropouts." It 
should be noted, however, that most studies of the outcomes of 
particular programs are actually evaluations, not research, because 
they lack external validity. 
Analyses of Methodology 
Prior to Calvert's development of the systems-model concep-
tual framework, Coldeway (1982) observed that distance educa-
tion was not planned, conducted, and/or reported in a system-
atic manner. Even though he proposed categories of research to 
Research and Documentation 233 
organize the existing distance education literature, Coldeway 
(1988) acknowledged that some of the categories could be called 
research only when all published work is considered to be re-
search. He said in 1982 that a discussion of research methodol-
ogy would have been of little value in that the selection and use 
of any method would have been accepted as a positive develop-
ment, but eight years later (1988) he provided excellent food for 
thought concerning various methodological issues such as research 
versus evaluation, the qualitative-quantitative debate, the concept 
of triangulation, component research, and model building. This 
chapter will briefly discuss only the first two of those issues. 
The intent of research is to know something in a generaliz-
able way, while the intent of evaluation is to make a choice be-
tween options in a specific setting. Evaluation can inform choices 
regarding 1) what directions to revise a given program (forma-
tive evaluation) or 2) which programs among others best meet 
the goals of decision makers (summative evaluation). Although 
both research and evaluation must have internal validity (mea-
sure what they are supposed to measure), evaluation is not de-
signed to generalize to other settings (that is, possess external va-
lidity), so it can be done less expensively than research. One of 
the biggest obstacles to understanding the requirements of research 
design in distance education is the indiscriminant use of the terms 
"research" and "evaluation." The indexes of major books on dis-
tance education seldom show both terms. 
Qualitative Approaches 
One general trend in recent research is the use of more 
microstudies (especially those using qualitative methodologies of 
anthropology and sociology) rather than macrostudies. Instead of 
comparing the performance of all students in campus classes with 
that of all students enrolled in independent study, current research-
ers are more likely to compare the performance of a subgroup of 
campus students such as part-time students over the age of 25 in 
a particular course with the same subgroup enrolled in indepen-
dent study. In addition to the helpful distance education-focused 
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studies that provide an overview of the theoretical underpinnings 
for qualitative studies (Marland, 1989; Minnis, 1985; Morgan, 1984), 
there is an increasing number of distance education-based infor-
mative studies conducted that way (for example, Marland, Patch-
ing, Putt, & Store, 1984; Morgan, Taylor, & Gibbs, 1982). A less 
well-known approach to research is the single-case experimental 
design, which can offset most of the limitations of between-group 
designs such as individual outcomes being obscured in group av-
erages (Murphy, 1986). Coldeway (1988) made a good case for 
employing both quantitative and qualitative methods. 
Quantitative Studies 
Merriam (1989) argued that qualitative research in education 
is coming of age because the literature is no longer preoccupied 
with justifying the use of qualitative methods, but Moore (1985) 
expressed concern that the pendulum has swung too far away 
from quantified research since an experimental approach is often 
rejected (in favor of more popular qualitative approaches), even 
when an experiment may produce the more generalizable result. 
Regardless of whether they consider the amount of quantita-
tive research being conducted now as too much or too little, both 
practitioners and researchers may find value in past studies. When 
one hears that a particular institution has attained a certain desir-
able outcome (such as a high graduation rate), a detailed statisti-
cal digest or case study of that institution at one point in time 
may help determine the applicability of its methods to one's own 
institution or research hypothesis. For example, because of the 
Open University's (United Kingdom) world leadership role in dis-
tance education, researchers frequently use its digest of statistics 
(1981) to understand its system. Even more useful are reports for 
the same institution at different points in time. For example, the 
Open University has studied carefully the demographic composi-
tion of individuals who have applied for admission, enrolled, or 
graduated (Morrison, 1986; Slee, 1987). 
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A broader context for comparison is available in statistical 
studies that provide a picture of multiple institutions at the same 
point in time. For example, international survey data such as pro-
vided by Holmberg (1985) allows one to question the attention 
that has been given to the team approach to course development, 
which is used at only 38% of the more than 200 responding insti-
tutions (Peasley, 1990). 
Even more opportunities for comparison are possible by us-
ing a series of similar reports on multiple institutions at multiple 
points in time. For example, the Independent Study Division of 
the National University Continuing Education Association 
(NUCEA) has published the results of annual surveys of student 
enrollments, college fees, and faculty stipends. Although some of 
these individual reports include analysis of trends over time, it is 
possible to gain access through the ERIC system to complete an-
nual reports for the past nine years, most of which are referenced 
in a recent report in that annual series (Peasley et al., 1989). 
Meta-research 
This chapter briefly discusses the research on research (meta-
research) studies in distance education. In 1989 the Independent 
Study Division of the NUCEA awarded its Elizabeth Powell 
Award for excellence in a nonbook-length publication to a meta-
research study by Jocelyn Calvert. Calvert observed that distance 
education research is the place where scholarship and practice 
meet. Scholarship that offers critical appraisal of practice addresses 
issues, she said, through three approaches: practical and descrip-
tive studies that give little attention to conceptual underpinnings; 
application of conceptual models from related disciplines; and con-
struction of an independent structure and theory for distance edu-
cation distinct from other forms of education. A major limitation 
of descriptive studies stems from their infrequent references to 
work done elsewhere, making them context specific. Besides the 
use of more citations to other work, Calvert advocated isolating 
factors that have been studied across regional and cultural bound-
aries. 
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Because distance education is a field that draws its profes-
sionals from a variety of disciplines, Calvert viewed the second 
research approach of applying the theories and methods of re-
lated disciplines as potentially popular and particularly fruitful. 
The first of two stages in this approach is the analysis of a re-
search area in the context of distance education. Among the ex-
amples she gave are Baath's (1982) review of teaching theories 
and Thompson's (1984) assessment of field dependence within stu-
dents' approaches to studying. The second stage of the approach 
is actual research employing the principles of another discipline. 
Among the examples given are Sweet's (1986) use of Tinto's model 
of student attrition and Harris's (1987) application of critical theory 
to selected elements of the British Open University system. Un-
fortunately, Calvert noted, there seems to be less subsequent de-
bate, replication, and refinement of such studies than is custom-
ary in other fields of study. 
The third research approach, treating distance education as a 
separate discipline, originated for several reasons, including the 
establishment of a research tradition and curriculum of study 
(Holmberg, 1986a). Although some individuals, such as Perraton 
(1987), have identified testable propositions concerning distance 
education in the areas of teaching, administration, and assessment, 
Calvert argued for the independent development of basic prin-
ciples before looking for applicable theories. She also predicted 
increasing convergence between distance education and main-
stream teaching-learning systems. 
Distance Education as a Similar Field of Study 
Moore (1985) described a closely related area of research, adult 
education, as an excellent model for the life-cycle evolution of 
distance education as a new field of study. Although the infancy 
stage of each field is preoccupied with immediate research grati-
fication for the everyday problems faced by practitioners, he noted 
that the childhood stage emphasizes description of such practi-
tioners and the surrounding world. In the next stage, adolescence, 
Research and Documentation 237 
a body of theory is formulated for that field of study, and adult-
hood is characterized by a concern for testing and refining of 
theory. 
Distance Education as a Separate Discipline 
In the first issue of Distance Education, Ljosa (1980) observed 
the growing worldwide body of literature on distance education 
but acknowledged the continued validity of Childs' comment in 
1969 that research had not achieved notable success in the corre-
spondence study field. While recognizing that distance education 
was a distinct research area, Ljosa advocated continued contact 
with related areas such as adult education, media, communica-
tions, and nonformal education. 
During the 1980s, distance education became a separate dis-
cipline (Holmberg, 1984, 1986a, 1986b; Willmott & King, 1984) that 
comprises the· following areas: 
• philosophy and theory of distance education; distance stu-
dents, their milieu, conditions, and study motivation; 
• subject-matter presentation; 
• communication and interaction between students and their 
supporting organization (tutors, counselors, administrators, 
other students); 
• administration and organization; 
• economics; 
• systems (comparative distance education, typologies, and 
evaluation); and 
• history of distance education (Holmberg, 1986a). 
However, toward the end of the 1980s, writers increasingly 
noted the harm done to distance education as well as to educa-
tion generally by exaggerating perceived differences among dis-
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ciplines (Garrison, 1989; Smith & Kelly, 1987). Although methods 
may differ, the educational transaction is said to be the same. 
Limits to Research 
After recognizing how various authors (Baath, 1978; 
Holmberg, 1977; Ljosa, 1978; Peters, 1971) have criticized educa-
tional researchers for paying scant attention to distance learning, 
Coldeway (1982) identified some of the factors limiting the role 
of research in this area: 
• educational researchers are rarely present during the de-
sign of distance learning systems; 
• there is no clear paradigm for research in distance learn-
ing, and it is difficult to attract funds to develop one; 
• there have been no consumer groups or publication out-
lets for such research ( althoug~ this is changing); 
• some institutions are averse to defining boundaries and 
variables clearly because practitioners work with macro-
level variables (such as tutoring) and fear that breaking 
them down into components will complicate the phenom-
enon; 
• educational researchers often ask questions of no practical, 
or even theoretical, relevance. The tendency to ask, "What 
happens when you try this?" diverts them from the more 
important issue of "How do you make this happen?" (Geis, 
1980); and 
• researchers in distance learning test variables that are re-
ally classes of variables (such as comparisons of distance 
and classroom learning). The results are impossible to rep-
licate and of dubious utility anyway. 
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After making those observations, Coldeway and others have 
noted considerable progress in reducing many of those limiting 
factors. The documentation of distance education illuminates this 
process. 
Documentation 
Regular readers of the New Accessions List of the International 
Centre for Distance Learning (ICDL) acknowledge the worldwide 
leadership that its small staff provides for documenting distance 
education. Although ICDL is located on the main campus of the 
British Open University, all of its direct funding comes from 
worldwide organizations such as the United Nations University 
and the International Council for Distance Education (Harry, 1988). 
As a result, ICDL is able to respond more flexibly to proposed 
collaboration projects than if it received considerable funds from 
a single host institution. 
Since most of ICDL's users are from overseas, the ICDL staff 
has been able to identify the adequacy of documentation centers 
and databases throughout the world. For example, although dis-
tance education practitioners use a large proportion of unpub-
lished or semi-published documents and the American-based ERIC 
(Educational Resources Information Center) database is the world's 
major educational bibliographic service (which specializes in such 
"gray" literature), only a small proportion of that gray literature 
on distance education is said to be in ERIC. There are two main 
reasons for this situation. First, unless documents are sent to ERIC 
clearinghouses, it is hard for ERIC staff to discover what is being 
produced. Second, it is ERIC policy to be highly selective of docu-
ments that it is not able to reproduce. The lack of standard in-
dexing at the decentralized clearinghouses encourages experienced 
users to search under every possible related descriptor to try to 
ensure that the database has been properly searched (Harry, 1988). 
This prompted Peasley (1987a, 1987b) to prepare indexes to the 
distance education reports and periodicals in the ERIC databases, 
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although useful analytical reports had been prepared on distance 
education by two individual ERIC clearinghouses (Feasley, 1983; 
Zigerell, 1984). 
Retrospective reviews of early issues of some distance educa-
tion journals and newsletters are available to help scholars gain 
historical perspectives on various issues. For example, the first 
issue of Distance Education provided readers with a survey of ar-
ticles from Teaching at a Distance (Grugeon & Tibbenham, 1980) 
and the Australian and South Pacific External Studies Association 
Newsletter 1974-1979 (Mitchell, 1980). Subsequent issues of Dis-
tance Education have also often included an "In Retrospect" sec-
tion in which current readers are alerted to reviews of older stud-
ies, particularly those which appeared in languages other than 
English. The Appendix to this article lists many current periodi-
cals related to independent study. 
After reflecting on the variety and value of articles contained 
within the International Council for Correspondence Education News-
letter (forerunner to the International Council for Distance Education 
Bulletin), Holmberg (1989) acknowledged the difficulty in access-
ing either copies of the ICCE Newsletter (published from 1970 to 
1982) or the more extensive ICCE conference proceedings (begun 
in 1938). Although some of the proceedings can be.found in the 
ERIC system (Daniel, Stroud, & Thompson, 1982; Granholm, 1976; 
Ljosa, 1975; Wentworth, 1978, 1979), most of them cannot. It would 
be helpful if ICDE officials expanded the visibility of their group 
by disseminating information more completely through the ERIC 
system. 
Some improvement is evident in another area. Because many 
distance education/independent study reports are locally pub-
lished, serious researchers must locate descriptions of ongoing re-
search institutes and their projects and make periodic inquiries 
about the results of their efforts. For example, each issue of the 
New Accessions List of the International Centre for Distance Learning 
includes recent items from the British Open University, but a bet-
ter picture of the scope of that institution's remarkable research 
is provided in bibliographies of individual internal units such as 
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the Institute of Educational Technology (Edwards, 1988; 
Whitehead, 1984, 1988). Although researchers have always moni-
tored various distance education journals and newsletters in or-
der to find even brief references to ongoing research projects, they 
now have a periodical to help them collect such information more 
directly-Research in Distance Education (Rubin, 1989). Until the 
arrival of that new periodical, most research institute descriptions 
had been found in sources difficult to access in the United States 
(Harry, 1985; Moore, 1985; Raggatt & Crooks, 1980; Raggatt & 
Harry, 1984; Rumble & Harry, 1982). 
U.S. contributions to international journals and associations 
have diminished noticeably during the past 25 years compared 
to the previous 25 years (Peasley, 1985), but the recent emergence 
of excellent periodicals in both Canada and the United States 
should reverse that long decline. Although the Independent Study 
Division of the NUCEA has spent several years establishing a 
documents archive at Pennsylvania State University, as well as 
surveying and interviewing early leaders in the field, the interna-
tional impact of such contributions will be greatly diminished un-
less copies of those materials are also deposited in a documenta-
tion system (such as ERIC) that provides easy international ac-
cess. 
Future Directions 
Because investigations of independent study and distance edu-
cation during the past 25 years have studied many of the same 
topics using diverging but improving methodologies, it is likely 
that many future studies will employ meta-analytical procedures 
in order to build on earlier studies. As additional well-designed 
studies are completed on topics that have been researched for 
many years, it becomes possible to assemble a critical mass of 
generalizable findings. Recent writings on the techniques of meta-
analysis allow determination of the effect sizes of various treat-
ments. The resulting measurements of the effectiveness of vari-
ous types of administrative or instructional treatments enable the 
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development of empirically derived theoretical patterns, which can 
be subjected to further research and refinement. 
While the debate continues about whether distance educa-
tion is a separate discipline, advances in telecommunications will 
speed up national and international cooperation in both research 
and documentation and help fuel that debate. Ironically, comput-
ers will bring about more standardized as well as more individu-
alized research and evaluation. Because it is possible to import 
(download), via a floppy disk or telephone modem, data-collec-
tion instruments that other individuals have prepared on their 
computers, it is' not difficult for the administering institution to 
use the standardized format and content of any uncopyrighted 
instrument while adding appropriate local references to its use. 
Once such an instrument has been downloaded, it can be easily 
modified with word-processing software into versions that are in-
dividualized for specific courses and/ or conditions of adminis-
tering the instrument. The quick sharing of various instruments 
via computer telephone modems along with the use of powerful, 
yet commonly available, statistical-analysis software, will greatly 
facilitate joint research projects and publications (some electronic), · 
even among individuals who represent diverse academic disci-
plines. By enabling students to use computers to receive initial 
instruction, participate in instructional interactions, and take tests 
to measure learning, it becomes easy to collect information about 
the duration, frequency, and effectiveness of students' learning 
patterns. However, theory building must accompany expanded 
data collection. Both computers and telecommunications should 
provide greater access to the documentation of such theory-based 
research and evaluation. 
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P.O. Box 804, McKinney, TX 75069, USA. 
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Adult Education Information Notes 
UNESCO, 7 Place deFontenoy, 75700 Paris, France: 
Adult Education Quarterly 
AAACE, 112 16th St., NW, Washington, D.C. 20036, USA. 
Adult Learning 
AAACE, 112 16th St., NW, Washington, D.C. 20036, USA. 
American Independent Study 
Center for Credit Programs, 116 International Center, University of Iowa, Iowa 
City, IA 52242, USA. 
American Journal of Distance Education 
403 South Allen Street, Suite 206, The Pennsylvania State University, University 
Park, PA 16802, USA. 
AADEP Newsletter (Australasian Association of Distance Education Principals) 
Mrs. Carlotta Green, NT Secondary Correspondence School, P.O. Box 40471, Ca-
suarina, Northern Territory 0810, Australia. 
1 Adapted from two principal sources: 
1) "Publications related to the field of distance education." Research in 
Distance Education Ouly 1989), 1(2), 16-18. 
2) Markowitz, H., Jr., Almeda, M. B., Logan, S., Loewenthal, N. & Young, 
R. (1990). The Status of Independent Study: 1990 and Beyond. 
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ASPESA News (Newsletter of the Australian and South Pacific External Studies Asso-
ciation) 
Editor, David Meacham, Head, Distance Education Resource Centre, Mitchel Col-
lege of Advanced Education, Bathurst, NSW 2795, Australia. 
ASPESA Papers 
Editor, David Meacham, Head, Distance Education Resource Centre, Mitchel Col-
lege of Advanced Education, Bathurst, NSW 2795, Australia. 
British Journal of Educational Technology 
CET, 3 Devonshire St., London WlN 2BA, UK. 
Canadian Journal of Educational Communication 
AMTEC, 500 Victoria Rd., North Guelph, Ontario NlE 6K2, Canada. 
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Council for Educational Technology of the United Kingdom, 3 Devonshire St., 
London WlN 2BA, UK. 
Communique 
Canadian Association for Distance Education, 151 Slater, Ottawa, Ontario, KlP 
5Nl, Canada. 
Continuing Higher Education Research (formerly Continuum) 
NUCEA, Suite 615, One Dupont Circle, Washington, D.C. 20036, USA. 
Convergence 
720 Bathurst Street, Suite 500, Toronto, Ontario, M5S 2R4, Canada. 
DEANZ (Distance Education Association of New Zealand) Bulletin 
Judy Southworth, Editor, DEANZ Bulletin, New Zealand Correspondence School, 
Private Bag, Wellington, New Zealand. 
Development Communication Report 
Clearinghouse on Development Communication, 1815 North Ft. Myer Drive, 6th 
floor, Arlington, Virginia 22209, USA. 
Distance Education 
Darling Downs Institute Press, Toowoomba, Queensland 4350, Australia. 
Distance Education and Training Network Newsletter 
Bob Spencer, Centre for Distance Education, Athabasca University, Box 10,000, 
Athabasca, AB, TOG 2RO Canada. 
EADTU-News 
Valkenburgerweg 167, P.O. Box 2960, 6401 DL Heerlan, The Netherlands. 
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ED: The Distance Education Network Report 
U.S. Distance Learning Association, P.O. Box 5106, San Ramon, CA 94583, USA. 
Edu 
Digital Equipment Corporation, MR03-2/E7, 2 Iron Way, Marlboro, MA 01752, 
USA. 
Educational and Industrial Television 
51 Sugar Hollow Road, Danbury, CT 06810, USA. 
Educational and Training Technology International (Formerly Programmed Learning 
and Educational Technology) 
Kogan Page Ltd., 120 Pentonville Road, London Nl 9JN, UK. 
Educational Media International: The Official Quarterly Journal of the International 
Council for Educational Media 
ICEM/CIME Secretariat, c/ o R. Lefranc, 29 rue d'Ulm, 75230 Paris, Cedex 05, 
France. 
Educational Technology 
Educational Technology Publications, Inc., 720 Palisades Ave., Englewood Cliffs, 
NJ 07632, USA. 
Electronic Learning 
730 Broadway, New York, NY 10003, USA. 
Epistolodidaktika (The European Journal of Distance Education) 
NKI-skolen, Box 10, N-1321 Stabekk, Norway. 
Higher Education 
Kluwer Academic Publishers Group, P.O. Box 989, 3000 AZ, Dordrecht, Nether-
lands. 
Higher Education in Europe 
European Centre for Higher Education, 39 Stirbei Voda Street, R-70732 Bucharest, 
Romania. 
International Council for Distance Education Bulletin 
Open University, Regional Academic Services, Walton Hall, Milton Keynes, MK7 
6AA, UK 
ICDE Women's International Network Newsletter 
Liz Burge, Instructional Resources Development Unit, Ontario Institute for Stud-
ies in Education, 252 Bloor St., Toronto, Ontario, M5S 1 V6, Canada. 
INIS (International Newsletter for Independent Study) 
School for Independent Study, Holbrook Road, Plaistow, London E15 3EA, UK. 
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Human Sciences Press, Inc. N.Y., 72 Fifth Avenue, New York, NY 10011, USA. 
Instructional Delivery Systems 
50 Culpeper Street, Warrenton, VA 22186, USA. 
Instructional Science: An International Journal 
Kluwer Academic Publishers Group, P.O. Box 989, 3300 AZ Dordrecht, Nether-
lands. 
Intermedia 
International Institute of Communications, Tavistock House South, Tavistock 
Square, London, WClH 9LF, UK 
International Journal of Innovative Higher Education 
Secretariat, University Without Walls, International Council, Suite 820, Renais-
sance Plaza, 150 Bloor St. W., Toronto, Ontario M5S 2X9, Canada. 
Journal of Continuing Higher Education 
Dr. Lynn Penland, University of Evansville, 1800 Lincoln Avenue, Evansville, 
IN 47722, USA. 
Journal of Distance Education 
CADE Secretariat, 151 Slater Street, Ottawa, Ontario KlP 5N2, Canada. 
Journal of Educational Technology Systems 
Baywood Publishing Company, Inc., 26 Austin Avenue, P.O. Box 337, Amityville, 
NY 11701, USA. 
Journal of Educational Television 
Carfax Publishing Co., P.O. Box 25, Abingdon, Oxfordshire, OX14 3UE, UK 
Learning by Satellite Newslink 
401 LSE, Oklahoma State University, Stillwater, OK 74078, USA. 
Lifelong Learning (now Adult Learning) 
AAACE, 1112-16 St. N.W., Suite 420, Washington D.C., 20036, USA. 
Machine Mediated Learning 
1900 Frost Road, Suite 101, Bristol, PA 19007, USA. 
Media in Education and Development (formerly Educational Broadcasting Interna-
tional) 
Taylor & Francis Ltd., 4 John Street, London, WClN 2ET, UK 
National Home Study Council Bulletin 
National Home Study Council, 160118th St. NW, Washington, D.C. 20009, USA. 
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Never Too Far: A Newsletter for Distance Education 
Sukhothai Thammathirat Open University, Pakkred, Nonthaburi 11120, Thailand. 
New Directions for Continuing Education 
Jossey-Bass Publisher, 433 California Street, San Francisco, CA, USA. 
News About !EC (formerly About Distance Education) 
International Extension College, Gwydir Street, Cambridge CBl 2LJ, UK. 
NHSC News 
National Home Study Council, 1601 lSth St. NW, Washington D.C., 20009, USA. 
OLS News (The Independent Voice of Open Learning) 
Anna Nichols, NCET, 10 Metuchen Way, Hedge End, Southampton, S03 4JZ, 
UK. 
Online Journal of Distance Education and Communication 
Jason Ohler, Editor, Educational Technology Program Director, University of 
Alaska Southeast, 11120 Glacier Highway, Juneau, Alaska 99801, USA. 
Online with Adult and Continuing Educators 
AAACE, 1112 16th St., NW, Washington, D.C. 20036, USA. 
Open Campus 
Institute of Distance Education, Deakin University, Victoria 3217, Australia (to 
be replaced by occasional papers). 
Open Learning 
Longman Group UK Ltd. Subscriptions Dept., Fourth Avenue, Harlow, Essex 
CMl 9 SAA, UK. 
Open Learning Systems News 
CET Open Learning Unit, Room 24-27 Prudential Buildings, Above Bar St., 
Southampton, England SOl OFG. 
Pakistan Journal of Distance Education 
Dr. Ahmed Noor Khan, Research and Statistical Centre, Allama Iqbal Open Uni-
versity, Sector H-8 Islamabad, Pakistan. 
Performance and Instruction Journal 
National Society for Performance and Instruction, Box 266, Route 2, Charlestown, 
WV 25414, USA. 
Programmed Learning and Educational Technology (now Educational and Training Tech-
nology International) 
Kogan Page Ltd., 120 Pentonville Road, London Nl 9JN, UK. 
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Prospects: Quarterly Review of Education 
UNESCO, 7 Place deFontenoy, 75700 Paris, France. 
Research in Distance Education 
Centre for Distance Education, Athabasca University, Box 10,000, Athabasca, 
Alberta TOG 2RO, Canada. 
Technical Horizons in Education Journal 
71 Spruce St., Acton, MA 01720, USA. 
Tel-Cons 
Applied Business Telecommunications, Box 5106, San Ramon, CA 94583, USA. 
Teleconference 
Applied Business Telecommunications, Box 5106, San Ramon, CA 94583, USA. 
Teles pan 
50 West Palm Street, Altadena, CA 91001, USA. 
Teletraining 
Virginia A. Ostendorf, P.O. Box 2896, Littleton, CO 80161-2896, USA. 
United Nations University International Center for Distance Learning New Accessions 
List 
The Open University, Milton Keynes MK7 6AA, UK. 
ZIFF Papers 
FernUniversitat, P.O. Box 940, D-5800, Hagen, FRG. 

Chapter 11 
Strategies for Improving 
Instructional Design 
Morris Sammons 
Much has been done during the last twenty years to improve 
the instructional design of independent study courses and printed 
materials. A good deal of this work has been aimed at deeply 
engaging the learner in the subject material at the level of critical 
analysis, synthesis, and application so that it is comprehended 
and retained better. More can be done to accomplish this goal. 
Strategies for processing printed material based on ideas from in-
formation-processing theory and cognitive psychology can be used 
in the design of instructional materials. These strategies have been 
effective in improving comprehension and retention in reading. 
Moreover, these strategies have been shown to promote further 
learning when adopted by students themselves. In this chapter, I 
shall explain these strategies and show how they can be worked 
into printed instructional material and used in independent study 
to engage learners in the subject matter. 
Processing Material by Reading 
Learning through independent study is a difficult way to 
learn, partly because the responsibility for determining how to 
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learn is the individual student's. He or she must decide how to 
extract the important ideas from the course materials and how to 
retain them. Most successful learners in independent study are 
self-directed and have strong study skills. They begin by know-
ing that they have to figure out how to get the important mean-
ings and retain them. 
In figuring out the meanings, the learner is processing the 
material. I want to focus special attention on this processing. Car-
rying out this process is the learner's first major responsibility in 
independent study. In standard independent study courses-those 
consisting primarily of textual materials and a course study 
guide-the processing of the material is done through reading. 
Therefore, how a learner reads and how the materials guide this 
reading will directly affect the learner's comprehension of the ma-
terial. 
Constructing Meanings 
In cognitive psychology, reading is considered a process of 
constructing meanings (McNeil, 1987). The reader's ideas fix the 
meanings of the words read. The words represent or express 
meanings in the writer's mind. They are the medium· used to 
transmit meanings. What the writer means by the words is based 
on his or her ideas and experiences. What meaning the reader 
receives from the words also depends on his or her ideas and 
experiences. 
The same is true in an independent study situation. The ma-
terials are all concrete expressions and representations of the 
author's ideas (Baecker & Buxton, 1987; McNeil, 1987). The au-
thor constructs the pieces of the course, that is, chooses certain 
texts, prepares certain comments to the learner, and develops cer-
tain kinds of exercises, in order to have the student understand 
the material as the author thinks it should be understood. Though 
the author can provide aids for grasping the appropriate mean-
ings, the materials mediate between what the author means and 
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what the learner understands. The learner uses his or her ideas 
to determine the meaning of the material. 
Using Schemata 
In cognitive psychology, the ideas and experiences one uses 
to construct meanings from reading and all other cognitive pro-
cesses are called "schemata" (Pearson, 1982). Schemata determine 
perception, and perception is the construction of meanings of an 
experience (West, Farmer, & Wolff, 1991). Schemata determine how 
we organize ideas and experiences (Anderson, 1980). There are 
different types of schemata for different types of knowing, for 
example, "procedural schemata" for ways of knowing how, and 
"state schemata" for knowing of or about objects (West et al., 
1991). According to the learning theories of cognitive psychology, 
there is no perception, comprehension, or learning without sche-
mata available and activated in a particular context. 
To see how schemata work, consider the following examples 
often used in psychology texts. First, look at Figure 1. What do 
you see? Two people facing each other-or a vase? In Figure 2 
do you see an elderly woman or a young woman? How you per-
ceive these different objects in the picture depends on the sche-
mata you have. 
Now, consider three other examples. If I played a Beethoven 
symphony for you, would you hear the sonata allegro form? You 
probably would not unless you knew something about music and 
the structure of symphonies. If someone said to you, "He slapped 
a frozen rope just to the right of the second sacker," would you 
know what the person meant? If you were familiar with baseball 
slang, you would understand. 
And finally, there is one other often used example. If some-
one said to you, "The seams were split, so the notes were sour" 
(West et al., 1991, p. 15), what is that person talking about? What 
meaning does it have for you? When you read the name of the 
object, the sentence will make sense to you. The name of the ob-
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E. G. Boring (1930) 
Figure 1. 
ject involved is a set of bagpipes. By connecting the sentence to 
this object, the sense of the sentence becomes clear. A context is 
given for the sentence, a schema is recalled into which the mean-
ing of the words of the sentence fit. 
This case is analogous to the independent study situation in 
which the learner must determine the meanings in context. With-
out a context, the meanings will be difficult to discern. In each of 
the examples, understanding or comprehension comes from hav-
ing the schema required to process the words and their context. 
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D. A. Bernstein, et al. (1988) 
Figure 2. 
Introducing Learning Strategies 
In applied research on reading, specific techniques have been 
developed to promote reading comprehension. The techniques en-
courage readers to reflect on what meanings the words have for 
them and on how the ideas are organized and related-the con-
text of the ideas. They analyze and synthesize the material and 
carefully consider what schemata are involved with the ideas. The 
readers are prompted to view the material from the writer's 
schema, thereby coming closer to the writer's meaning. 
260 MORRIS SAMMONS 
The techniques were developed by carefully examining how 
successful students learn and how they use cognitive strategies 
to process material for understanding and retention. Some of these 
strategies, cognitive psychologists determined, can be incorporated 
into the structure of the reading material to help learners process 
it. Other strategies can be taught to the students, who then sys-
tematically use them to learn how to process material and ana-
lyze it effectively. This technique is called "metacognition" (West 
et al., 1991). 
One of the structural strategies is the "advanced organizer" 
(West et al., 1991). By introducing the main thesis of a section at 
the beginning and clarifying its meaning, the learner can process 
the section easier. This is not a new idea; it originated with the 
psychologist Ausabel (1968). It is one of several techniques used 
to "bridge" from old know ledge to new. Bridging techniques en-
able learners to "apply their prior knowledge to new information 
in relatively systematic ways" (West et al., 1991, p. 32). 
An example of an interactive strategy is "reciprocal teaching" 
(West et al., 1991). The teacher asks the learner questions designed 
to elicit clarifications of meanings and summaries of the material 
being studied. After several practice efforts, the learner in turn 
questions the teacher about some material and thereby learns to 
use the strategy. 
Spatial Learning Strategies 
I want to focus attention on the "spatial learning strategies" 
(West et al., 1991). Although all the strategies could be useful in 
independent study, spatial learning strategies are especially im-
portant because they can be designed into the instructional mate-
rials, such as the course study guide, to facilitate processing of 
the reading material. More importantly, they can be designed into 
learning aids and exercises in such a way that the student can 
learn to apply them in future learning situations. Spatial learning 
strategies not only facilitate comprehension and retention, but they 
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also prompt further learning. Designing them into instructional 
materials assists the learner, and that is why they are so impor-
tant to independent study. 
Concept Maps 
I want to briefly explain three spatial learning strategies and 
describe how they could be used in independent study. The first 
type of strategy is called a "concept map" (West et al., 1991). Simi-
lar in some ways to the standard outline of information, concept 
maps can take on many shapes. An organizational chart (see Fig-
ure 3) is an example of a hierarchically ordered concept map. The 
ideas flow in descending order as topics or subcategories are 
shown to be related to each other and to the main idea at the 
top. A flow chart of an operation or procedure is another form of 
concept map. All forms of concept maps are good for diagram-
ming the important ideas of material so that not only the ideas 
but also their relationships to each other can be seen. They are 
especially helpful in initially comprehending material. 
Compared to outlines, concept maps have several advantages. 
Though both isolate and organize concepts, outlines can only be 
hierarchical and linear. Concept maps can have several configu-
rations because they portray numerous interrelationships and in-
terconnections, for example, spider maps (see Figure 4). Figure 4 
is a map showing some of the kinds of maps that can be used. 
The shape of the map depends on the relationship being dia-
grammed. 
Division Director 
Associate Dire~ Associate Director 
=-===c::: I 
Department Chief Department Chief Department Chief 
Figure 3. 
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Free Flowing 
Chains 1------1 ----t Spider Maps 
Figure 4. 
Maps can be done almost intuitively, according to how one 
sees the ideas fitting together. Because of this, the relationships 
being diagrammed can be more easily expressed or illustrated. 
This feature generates another advantage. Concept maps and the 
ideas they express can be easily visualized. They more easily cap-
ture the concepts and their relationships in one whole that can be 
remembered. Figure 5 shows three chain maps of the kinds of 
relationships that can be illustrated using concept maps. 
There are three basic steps to developing concept maps. First, 
identifying key concepts. Second, plotting a relationship. The logi-
cal relationships of the ideas usually suggest the form or shape 
to use. This is the real strength of concept maps. The visual im-
age is an analogue to the logic of the ideas as perceived by the 
originator of the map. The third and last step is the naming of 
the relationship (see examples of relationships in the maps in Fig-
ure 5). Even if you can perceive the existence and form of the 
relationships, it still may be difficult to name them. However, once 
a label has been fixed, the diagram is complete, and recalling it 
enables you to recall the whole set of ideas. 
Type 1 Frames 
The next type of spatial learning strategy is the "type 1 frame" 
(West et al., 1991). These are grids or matrices and are usually 
two-dimensional. General concepts or main ideas are presented 
in rows and columns (see Figure 6). Special information is put in 
the slots. Any type of information can be diagrammed. 
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Study guide for Psychology x230-Perception and Sensory Processes 
(Tom Wilson, 1990): 
"What are the three most common stimuli used in visual perception 
experiments?" 
Stimulus 1 Stimulus 2 Stimulus 3 
What is it? 
How is it 
used? 





Type 1 frames present a coherent structure within which de-
tails can be organized. A large number of connections among de-
tails of specific cases and more general concepts can be dia-
grammed and displayed. They effectively reveal the imbedded 
structure in highly organized subject matter and focus attention 
on the specific details of a particular case. Because material can 
be arranged in this way, type 1 frames make assimilation of de-
tailed material easier. They are particularly useful with scientific 
material. The categories that make up one side of the grid are 
usually common or known ideas. By placing the specific examples 
of less-well-known ideas in the grid, the relationships are fitted 
to an existing schema-they are assimilated. 
To construct type 1 frames, the main ideas of the material or 
portion of the material being highlighted compose one side of 
the grid or matrix. Next, the specific examples of the ideas are 
designated. Then, the relationships among the highlighted ideas 
and their examples are carefully examined for formulating cat-
egories of relationships. These ideas compose the other side of 
the grid (see Figure 7). 
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Chlorides Elements Characteristics Compounds Uses 
Primary Organs Function Location Connections 
Vulnerability 
of the body 
Figure 7. 
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Type 2 Frames 
The difference between type 1 frames and "type 2 frames" 
(West et al., 1991) is a subtle one. They do not look very different 
(see Figure 9). The difference is that type 2 frames are directed 
toward the elaboration of a general idea to which all the specific 
examples and all the categories are related. For example, look back 
at the examples of type 1 frames in Figures 6 and 7. If the point 
of the material is to relate categories noted on the top of each 
grid to a more general idea, then these would be type 2 frames. 
The difference between the two is not so much in their form as 
in their use (see Figure 8). 
The difference between type 1 frames and type 2 frames is in 
their use. Type 1 frames are used with particular cases, instances, 
or items. Look again at Figure 7. The open columns are to be 
filled with details characterizing the particular items on the left. 
The details can then be indicated. This is the primary purpose of 
type 1 frames. Type 2 frames are used to focus attention on a 
general idea (or ideas) that is suggested or illustrated by the in-
Study guide for Psychology x230-Perception and Sensory Processes 
(Tom Wilson, 1990): 
"How does the increased complexity of a neural circuit affect its 
response?" 
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formation placed in the open cells. This idea concerns the rela-
tionship of the ideas given at the top and left side, the ideas de-
fining what is to go in the cells. Thus, the frame in Figure 8 is 
used to compare the responses, given three types of increasingly 
complex neural circuits named on the left. The purpose of the 
frame is not simply to give the details of responses of complex 
circuits, but to focus on the relationship of the kinds of responses 
given to the kind of circuit. The purpose is to illustrate the rela-
tionship between the complexity of a neural circuit and the re-
sponse the circuit gives to stimuli. 
The purpose of type 2 frames is to prompt thought about 
relationships. With type 2 frames, learners use higher-order think-
ing skills such as analysis, synthesis, criticism, and application. 
They are usually used to prompt critical analysis of material and 
rethinking of the relationships of items involved. 
When one works with type 2 frames, there are two issues to 
remember. They do not work well with unstructured material, 
ideas that have no logical connections, or with material that em-
phasizes specific, concrete items almost exclusively. However, type 
2 frames do work well with inaccurate information as long as the 
information is reviewed and analyzed. In fact, the process of re-
viewing and analyzing inaccurate information can provide im-
portant feedback to the learner. 
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Using Spatial Learning Strategies 
in Course Study Guides 
Several features of spatial learning strategies make them use-
ful in independent study. First, they can be used with printed 
material to effectively aid processing, comprehension, and reten-
tion. No teacher needs to be present for their use. 
The strategies could be added as assigned exercises. For ex-
ample, after appropriate explanation of a concept map, learners 
could be asked in an assignment to construct a concept map of 
the material in the chapters read for the lesson. Similarly, learn-
ers could be assigned the task of completing the slots of a type 1 
frame. Learners could also be asked to construct a type 1 frame 
for a segment of material. With type 2 frames, learners could con-
struct a frame explicating the relationships of the particular ideas 
related to a general principle. Learners could also be given a type 
2 frame and asked to critically analyze the relationships illustrated. 
The author of the study guide could integrate the use of strat-
egies into the study guide, or an instructional designer could do 
this after the material has been prepared by the author. The in-
structional designer could work with the author or develop the 
strategies alone after becoming familiar with the basics of the ma-
terial. The author could check the validity of the concepts used 
and of their relationships, but the actual construction of the strat-
egies could be done by an instructional designer. 
The most important feature of the spatial learning strategies 
is that they can be learned by students. After some explanations 
and practice in other lessons, learners could be assigned to con-
struct a concept map, type 1 frame, or type 2 frame. In other les-
sons, learners could be encouraged to use maps or frames to pro-
cess the material. As students practice and become proficient with 
these strategies, they will also learn how to facilitate their own 
learning-to learn how to learn. 
Incorporating spatial learning strategies into independent 
study course materials is not difficult. It need not be done by the 
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content expert. Using these strategies will help independent learn-
ers process, comprehend, and retain material. In the case of type 
2 frames, learners can be taught to use higher-order thinking skills. 
By engaging the material, students can learn how to engage them-
selves. 
Conclusion 
In independent study courses that use textbooks and course 
study guides, the function of the study guide is to direct and 
facilitate learners' thinking as they move through the subject mat-
ter presented in all the materials, including videotapes, audiotapes, 
or computer programs. One of the primary goals of course de-
sign and development is to prepare the study guide and to orga-
nize the material to assist (and, if possible, prompt) active learn-
ing. The goal is for learners to engage the subject matter. Rather 
than focusing on learners' ability to answer certain questions or 
perform certain exercises correctly (as learning is conceived in be-
havioristic psychology), the goal for cognitive psychology and the 
rationale for using the strategies is to have learners use higher-
order thinking skills such as critical analysis, synthesis, and ap-
plication and to thereby incorporate the material into their own 
knowledge base. 
Learning from textual materials and course study guides in-
volves reading. Much research has been done on reading based 
on the ideas and theories of cognitive psychology. (For some ex-
amples of this research, see the studies cited in the references for 
this paper.) Through this research, techniques have been devel-
oped to improve comprehension and retention. These techniques 
or learning strategies can be used in independent study courses; 
they can be designed into the course study guide. 
Most reading research has been directed at improving 
children's ability to comprehend and retain written material, but 
the cognitive processes involved are the same for children, col-
lege-age young people, or adults. Therefore, the strategies should 
be effective for independent study students. Given their promise 
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for improving learning, they should be used more, and more re-
search should be conducted on their use. In addition to the in-
trinsic value of improving learning in independent study, there 
are practical matters to be considered. 
At least three conditions affecting our society and education 
make improving independent learning important. First, the de-
mand for knowledge continues to increase. As people live longer 
and as knowledge continues to change, lifelong education will be 
required for anyone who wants to have current knowledge and 
skills. Many people will not have the ability or the means to en-
gage in traditional, classroom-based experiences. Nontraditional 
programs will provide needed and valuable opportunities. Im-
proving independent learning will attract more people to this 
method. 
Second, the subject matter of the basic disciplines has ex-
panded and become more complex. Since many courses offered 
through independent study are introductions to the basic disci-
plines, the scope of these courses is increasing and the material is 
more complicated. Improving the conditions for independent 
learning will facilitate mastery of these more difficult introduc-
tory courses. And, facilitating independent learning will help 
maintain independent study as a viable alternative to traditional 
classroom-based study for those people who cannot attend courses 
on campus. 
As our population demographics are transformed, the clien-
tele of independent study will change. Current demographic pro-
files indicate that through births and immigration, our society will 
become more diverse during the coming decades. The percentage 
of the population from ethnic minority groups will increase. At 
the same time, better-paying jobs will require more education and 
sound educational backgrounds. Nontraditional options such as 
independent study will help provide these opportunities and help 
more students to be successful. 
There are several reasons, then, to improve independent study 
learning. Using spatial learning strategies has been shown to in-
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crease reading comprehension and retention by prompting learn-
ers' deep processing. The strategies can be designed into study 
guides without altering the guides' form or function, and the de-
signer does not need content expertise. Therefore, spatial learn-
ing is an effective way to facilitate comprehension and retention 
and to prompt further learning. 
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Chapter 12 
The Institutional Context for 
University Independent Study 
Robert G. Simerly 
A familiar lament by providers of independent study is that 
the parent institution does not fully appreciate or fully recognize 
the unique role that independent study plays in the educational 
process. In addition, we sometimes feel that independent study 
has a lower institutional priority than other forms of distance 
education that may attract more attention because they have more 
political appeal. This chapter will explore the institutional con-
text for independent study, how that role is changing, and what 
specific steps independent study professionals can take to pro-
mote these changes so our programs can remain strong and re-
sponsive to client needs. 
Independent study has a long and proud history as an alter-
native to face-to-face classroom instruction. Independent study has 
been, is, and will continue to be a viable alternative to complet-
ing course work for many people who are unable to participate 
in traditional instruction due to geographic isolation or schedule 
conflicts. 
Because of the success of the independent study format, de-
velopment and presentation of curricula materials have become 
273 
274 ROBERT G. SIMERLY 
highly refined at some institutions. Today, traditional independent 
study formats are often enhanced by the skill of instructional tech-
nologists and curriculum-development specialists who produce 
materials embodying the best of what we know about effective 
presentation of learning materials. 
Today independent study is poised on a new frontier of 
change unprecedented in the history of education. Many of our 
technologies and instructional strategies were not readily available 
as recently as ten years ago. The rate of change and introduction 
of new technologies is so rapid that often only three or four years 
elapse between the introduction of these technologies and their 
adoption by the educational community. Among these new tech-
nologies are: 
• interactive video discs; 
• interactive personal computers; 
• compact discs; 
• low-cost optical-scan scoring sheets; 
• new computer software, most notably Hypercard and other 
similar software that is revolutionizing the possibilities of 
enhancing the interactive instructional process; 
• access to satellites for the instant transmission of data; 
• new forms of connectivity and networking among data 
banks of educational information; and 
• the introduction of a new system of electrical wiring cur-
rently called the "Smart Home," which will enable all 
buildings to become decentralized educational centers ca-
pable of instantly accessing large, sophisticated data bases. 
To borrow from Dickens, it is the best of times and the worst 
of times. Independent study is poised on the edge of the new 
frontier of educational technology. Decisions that independent 
study leaders make will determine whether our higher education 
organizations remain responsive, whether we can adapt to pro-
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vide new types of programming, or whether we will retreat to 
view the world from a defensive position with this lament: "As 
soon as the institution realizes our unique contributions to the 
educational process, we will be able to do a better job." 
The Institutional Context 
Myths and Realities of Institutional Support 
As independent study providers, we must come to terms with 
the degree to which independent study is viewed as central to 
the mission of our institutions. Organizations rarely support the 
activities of subunits unless these subunits actively lead in devel-
oping strategies that demonstrate how they contribute to the cen-
tral mission of the parent organization. This issue of centrality is 
critical to analyzing the present and future directions of indepen-
dent study. 
Developing strategies to fuse independent study to the cen-
tral mission of the parent organization is critical to the survival, 
growth, and success of the independent study format. This is the 
primary challenge to independent study leaders in the decade of 
the 1990s. Eight basic issues need to be considered when devel-
oping strategies to address the centrality challenge. These are: 
1. Avoiding the "Poor Me" syndrome and conquering 
anomie. 
2. Creating strategic alliances with key stakeholders. 
3. Developing measurable accountability methods that are 
accepted by traditional academic departments. 
4. Achieving academic legitimacy in ways recognized by the 
body politic of the parent institution. 
5. Emphasizing quality, excellence, and service. 
6. Supporting the traditional organizational culture when 
planning change. 
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7. Implementing strategies designed to fuse the independent 
study format to classroom instruction. 
8. Finding effective ways to publicize the success of inde-
pendent study in helping the parent organization achieve 
its mission. 
Avoiding the "Poor Me" Syndrome 
It is easy to fall into the "Poor Me" syndrome. This occurs 
when we feel that our areas of speciality are taking second place 
to those of others. For example, a common "Poor Me" syndrome 
among independent study professionals is that the parent institu-
tion does not afford independent study the attention and respect-
ability it deserves. Thus, it is easy to get caught in the trap of 
thinking," As soon as they (whoever this indefinite pronoun hap-
pens to be) appreciate me more and give me more recognition, I 
will be able to do a better job. However, until that time, I will 
suffer in silence (and bitterness) until someone recognizes how 
wonderful I am and how valuable my programs are." 
Our colleges and universities are dynamic, changing environ-
ments of stakeholders, all of whom are lobbying for recognition, 
additional resources, and kudos. Rarely does the parent institution 
suddenly wake up to perceive the error of its way and say, "How 
could we have been no neglectful? Let's start giving independent 
study more attention, more resources, and a stronger role in 
achieving our mission." This simply does not happen. Instead, 
stakeholders continue to lobby, jockey for position, and try to in-
fluence the key opinion makers with both assertive and subtle 
approaches. 
The Problem of Anomie 
People suffering from the "Poor Me" syndrome are usually 
experiencing what sociologists call anomie. Anomie is a term de-
scribing the underlying causes of human behavior when people 
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feel powerless to make the impact they would like. Anomie is 
different from apathy. People experiencing apathy do not care 
about issues. People experiencing anomie care, but they feel pow-
erless to make changes. Yet the outward behavior and feelings 
associated with these two conditions are often perceived to be 
the same: withdrawal, a feeling of weakness and second-class 
citizenship, a feeling that the grass is greener in someone else's 
yard, a feeling that more powerful people control our destiny. 
How We Can Overcome Anomie 
Anomie can be a debilitating experience not only for indi-
viduals experiencing it, but also for the institution employing such 
people. Rarely do institutions change their course of action toward 
people experiencing anomie. Instead, institutions usually keep 
forging ahead with many of the same response patterns of the 
past, which tend to reinforce and intensify feelings of anomie. 
It is possible for individuals, however, to overcome feelings 
of anomie and develop successful, action-oriented strategies for 
change. Here are some of the things that independent study pro-
fessionals can do to overcome the feelings of anomie that some-
times occur. 
Ten Action-oriented Steps 
The following are suggestions for action-oriented steps to take 
to overcome that sense of powerlessness. Such steps are designed 
to put independent study professionals in control of their own 
destinies within the institution. They are assertive steps that 
originate within independent study staffs. And they are all de-
signed to highlight publicly the role that independent study plays 
in helping the parent organization achieve its mission. Thus, they 
actively address the centrality issue. 
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1. Develop strategic alliances. In an organization in which the 
product is information and education, developing strategic alli-
ances with other providers is essential. Here is a specific strategy 
that addresses this issue: 
• Work with academic departments to develop new indepen-
dent study instructional modules for classroom situations. 
For example, consider developing interactive, computer-
based independent study instructional modules for the En-
glish Department in which students in campus classes can 
learn and practice using correct verb tenses, capitalization, 
and punctuation. These computer modules could be inte-
grated into the English Department curriculum. Thus, in-
dependent study would be seen as contributing something 
important to the traditional instructional process. 
By helping academic departments improve their traditional 
classroom programs, you build support for independent 
study. Thus, independent study can help academic depart-
ments do a better job. 
The more successful strategic alliances you can develop, 
the more central independent study is to the academic mis-
sion of the institution. 
In this example, it is the independent study professional who is 
changing first, not the institution. The independent study pro-
fessional takes steps to avoid anomie and thus creates a positive 
force for change within the institution. 
• Work with telecommunications specialists such as video-
disc groups, educational television, and other providers of 
distance education to develop cooperative programming. 
This helps develop strategic, symbiotic alliances designed 
to serve clients more effectively. 
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2. Conduct action-oriented research related to independent study 
and publish the results. Colleges and universities pride them-
selves on their research accomplishments. Independent study pro-
fessionals should be doing action-oriented research to open new 
frontiers of knowledge related to the independent study format. 
When we do this, we may be viewed as making a valuable con-
tribution by our faculty colleagues. Therefore, to enhance our cen-
trality to the university's mission, it is important that we write 
and publish the results of research in places considered legitimate 
by the academic community. 
If you work for a traditional academic institution in which 
the body politic places high value on publications, it is essential to 
research and publish compatibly with this organizational value. This 
legitimates independent study professionals. Ignoring this impor-
tant area of endeavor means rejecting the traditional reward sys-
tem and diminishing the status of people who choose not to par-
ticipate in it in the eyes of important stakeholders in the univer-
sity. 
Academic institutions usually establish clear expectations and 
norms in this area. To be viewed as legitimate in the academic 
community, independent study professionals should actively par-
ticipate in research. 
3. Develop strategic plans for increasing the completion rate for 
independent study courses. Across the nation the completion rate 
for independent study courses tends to be low. Many institutions 
report completion rates of 50 percent or lower. It is difficult for 
traditional academicians, who often sit on influential college and 
university committees, to support allocating more resources or 
providing more recognition for a department that cannot claim a 
higher course-completion rate than 50 percent when compared 
with completion rates for classroom courses that are usually sig-
nificantly higher. 
To enhance the viability of independent study within the in-
stitution, it is imperative to develop plans to address this issue. 
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Create committees that crosscut the disciplines found most often 
in the independent study format. Ask for advice. Let the institu-
tion know we are concerned about this issue. Develop and test 
strategies. Report results. Revise plans. Actively address this is-
sue. 
4. Publish a campus newspaper. It is not enough to accomplish 
important things for students and for the institution. It is equally 
important to inform the institution about these contributions in a 
way compatible with the organization culture. One of the most effec-
tive ways to do this is to publish a newspaper several times a 
year for distribution internally. Mail copies to all staff-not just 
faculty. This newspaper should be designed to accomplish the 
following: 
• Tell of the successes of the entire independent study op-
eration. 
• Tell about the difference the independent study format 
makes in the lives of its students. 
• Highlight the roles faculty in academic departments play 
in the development of independent study materials. 
• Inform about the magnitude and variety of course offer-
ings. 
• Describe the role independent study plays in helping the 
parent organization achieve its mission. 
This newspaper must represent the professionalism for which 
you want your office to be known. The articles should be de-
signed to attract the reader's attention even if the reader has never 
heard of independent study. The quality of the writing must be 
of a journalistic style readers expect from good newspapers. Pho-
tographs must be taken by professionals. Editors must review the 
copy so that the English and journalism departments will rein-
force and support your excellence in writing style and mechan-
ics. Independent study units must allocate resources to achieve a 
professional publication. 
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5. Collect and publish testimonials from satisfied students. Noth-
ing is as successful as publicizing testimonials from satisfied stu-
dents. Emphasize how having access to the alternative of inde-
pendent study has made a positive impact on their lives. Describe 
how this helps the parent institution achieve its mission. 
Such a publication can be useful for both internal and exter-
nal marketing. Mail copies to all faculty and staff at your institu-
tion, and send them to prospective independent study students. 
Consider sending copies to external decision makers such as mem-
bers of the legislature and the state department of education. 
Such a publication, circulated internally within the parent or-
ganization, will raise the level of visibility for independent study 
and address issues of centrality. 
6. Hold an independent study symposium on your campus. Typi-
cally a symposium addresses a topic important to professionals 
in a field as well as students. Experts are invited to participate, 
debate, listen, and think through new ideas. 
A published proceedings results from many symposia. Articles 
are contributed and refereed by professionals in the field before 
they are published. This ensures that the writers will get credit 
for their contributions during the tenure, promotion, and yearly 
evaluation process. 
Academic symposia are an important part of the organiza-
tional culture in any institution of higher education. Such a sym-
posium can serve several purposes. It can: 
• Attract attention to independent study programs through 
both internal and external news releases. 
• Provide a forum for debate and offer suggestions for ad-
dressing future changes. 
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• Reinforce within the academic community the fact that the 
independent study area of lifelong learning is a legitimate 
field of research and academic inquiry. 
• Highlight the symbiotic relationship between independent 
study and the parent institution. 
• Involve key stakeholders such as administrators and fac-
ulty in participating in discussions and suggesting new 
strategic alliances. 
7. Hold an independent study recognition day. A recognition day 
is geared to the following two activities: 
• Recognizing the role faculty in academic departments play 
in the independent study program. A recognition day pro-
vides an opportunity to thank them publicly and to have 
their pictures in local publications. It provides a visible fo-
rum for awarding certificates of merit for faculty ~ontribu­
tions to this important and valued component of the 
institution's delivery system for educational programs. 
• Highlighting the impact the independent study format has 
on student success. Involve successful independent study 
students in such a recognition day and award them certifi-
cates to highlight special accomplishments. 
8. Encourage key independent study staff to plan their lifelong 
learning in relation to their career aspirations. We must develop 
our continuing education organizations so that they become 
learning organizations for our staffs as well as our students. The 
professional development of our staffs must be one of our highest 
priorities. In order to accomplish this, we must work with staff 
in designing individualized professional development plans. Such 
plans should address the needs of the organization as well as the 
individual. And such plans should be designed to reinforce the 
lifelong development of people as the primary means for helping 
the organization achieve its goals. 
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In addition, we must address the degree requirements for key 
leadership positions in independent study. In most institutions of 
higher education, the terminal degree in an appropriate discipline 
is considered necessary to achieve academic legitimacy within the 
traditional reward structure. In most cases this means the doctor-
ate. If key independent study staff do not have this terminal de-
gree, it will be difficult for them to be viewed as academically 
legitimate by those who do have it. Therefore, it is essential that 
we encourage our key staff to work toward the doctorate if they 
do not already possess it, and seek to hire new staff who already 
have the terminal degree for our key leadership positions in in-
dependent study. 
Having staff in key independent study leadership positions 
with this academic legitimacy is essential to developing strategic 
alliances with university faculty and administrators. It contributes 
to empowerment, developing symbiotic relationships, and en-
hancing the image of the independent study staff as equal to teach-
ing staff in educational qualifications. 
9. Provide local, state, regional, and national leadership for in-
dependent study. Encourage independent study staff to hold of-
fice in local, state, regional, and national professional organiza-
tions. Encourage them to give speeches, workshops, and other 
types of presentations for a variety of groups. Assist with the de-
velopment of appropriate materials that can be handed out at such 
meetings-materials designed to tell the story of how valuable 
independent study is in helping the parent organization achieve 
its mission. Arrange for radio and television appearances to tell 
the independent study story. 
Develop mentoring relationships across institutional lines. 
Professional associations can help create networks among local, 
state, regional, and national leaders. 
There are many ways to measure and evaluate leadership in 
this area. The important thing is that key independent study staff 
must move outside the formal boundaries of their institutions and 
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become actively involved with other institutions, professional and 
civic associations, and their communities. 
10. Develop a sophisticated financial management system. Few 
people in institutions of higher education respect departments that 
do not manage their money with care and sophistication. It is 
important to develop excellence in daily financial management, 
and long-range financial modeling and forecasting. 
For example, in the Department of Independent Study at the 
University of Nebraska-Lincoln, our director, Monty McMahon, 
has developed a computer model for financial forecasting. He 
projects his income and expenses for each budget area in his of-
fice for five years in advance. This enables him to change the 
variables affecting his model based on his most recent data. As a 
result of this sophisticated financial modeling, he is able to de-
velop long-range strategies to keep our Department of Indepen-
dent Study in a strong financial position. And this, in turn, helps 
ensure sophisticated long-range forecasting for the rest of our con-
tinuing education operation. 
This helps us to emphasize centrality for independent study 
within our parent organization. People at all levels pay attention 
to departments that develop sophisticated strategies to ensure that 
they contribute to the excellent financial management of the par-
ent organization. This also becomes an important source of em-
powerment within the organization. And taking the initiative to 
do this creates a self-fulfilling prophecy of empowerment, as ac-
tive leadership always does. 
Summary 
Does independent study have a bright future within our col-
leges and universities? Absolutely. But only if independent study 
professionals develop action-oriented strategies to enhance this 
centrality. Only if we develop strategic alliances within the insti-
tution, apply action-oriented research efforts to the entire inde-
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pendent study operation, and only if we promote change rather 
than resist it will this happen. 
The future of independent study is bright. There will always 
be a need for print-based approaches to independent study 
through traditional correspondence courses; however, the market 
is changing, and we must change with it. Traditional, print-based 
correspondence courses will remain an important part of the mar-
ket. In fact, the market will probably expand as new technologies 
create a need for and an interest in more nontraditional educa-
tional opportunities. This was the case with paperback books. 
Originally publishers thought that paperbacks would eliminate 
the need for hardbacks. Instead, paperbacks have filled an im-
portant marketing niche and actually helped to enlarge the niche 
for hardback books. 
Independent study is poised on the frontier of the twenty-
first century. The decisions we make today, the leadership we 
provide, the strategies we develop, the research we conduct will 
determine our destiny-our future. We can empower ourselves. We 
can direct this change. We can create our own new horizons. We 
can set this bold new agenda for the twenty-first century. 
It was William Jennings Bryan who said, "Destiny is not a 
matter of chance. It's a matter of choice." We can make that choice. 
We can become our own heroes. 

Chapter 13 
International Aspects of 
Independent Study 
Michael G. Moore 
Throughout its history American independent study has been 
influenced by, and been a powerful influence on, developments 
in other countries. The origins of some of the most important is-
sues that confront us today, especially the question of how best 
to organize and administer independent study, are to be found in 
events that occurred outside our borders and in challenges to our 
thinking that have infiltrated from abroad. On the other hand, 
what is happening abroad and the success of modem distance 
education around the world are directly attributable to ideas and 
practices of independent study practitioners in the United States. 
Furthermore, some of the issues emerging overseas, such as the 
extent of self-direction to be allowed the learner and the place of 
interactive telecommunications in instruction, are ones that some 
Americans have thought through more than their foreign coun-
terparts. A revival of interest by Americans in such international 
organizations as the International Council for Distance Education 
makes it likely that Americans will make significant contributions 
in the future. 
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The Problem of Terminology 
and Conceptualization 
The term "independent study," as used in the United States, 
describes two ideas. One is the concept of the learner being inde-
pendent from the instructor in time and place, and the other is 
the relative autonomy of decision making concerning their learn-
ing that students obtain by their geographic independence. In a 
classic definition, Wedemeyer (1971) wrote 
Independent study consists of various forms of teaching-learning 
in which teachers and learners carry out their essential tasks and 
responsibilities apart from one another, communicating in a variety 
of ways for the purpose of freeing internal learners from inappro-
priate class pacings or patterns, of providing external learners with 
opportunities to continue learning in their own environments, and 
of developing in all learners the capacity to carry on self-directed 
learning. (p. 550) 
Unfortunately the term "independent study" is not used outside 
the United States except in its second meaning; thus, it does not 
signify that "'teachers and learners carry out their essential tasks 
and responsibilities apart from one another, communicating in a 
variety of ways." 
Outside the United States such activity is defined as "dis-
tance education." This term is a translation of German 
"Fernunterricht," French "Tele-enseignement" and Spanish 
"Educacion a distancia." The concept "distance education" was 
used in the early history of American correspondence education; 
for example, Axford quotes a University of Wisconsin catalog of 
1896 that says the "earnest student may do good work at a dis-
tance" (p. 56). The contemporary use of the term "distance edu-
cation" can be traced to the German Otto Peters, who employed 
it at the 1969 conference of the International Council for Corre-
spondence Education, where he attributed it to the British adult 
educator Brian Jackson (Peters, 1969). At least two important theo-
retical and practical consequences result from the use of different 
terms in America and elsewhere. First, the American emphasis 
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on learner autonomy, "freeing internal learners from inappropri-
ate class pacings or patterns" and "developing in all learners the 
capacity to carry on self-directed learning" receives little consid-
eration in most other countries. The concept of andragogy is little 
known outside the United States and there is little appreciation 
of adult students' potential to control or participate in the con-
duct of their own education. "Inappropriate class pacings" are, in 
fact, insisted on in many open universities, where students are 
enrolled in annual cohorts and are required to complete all stages 
of their studies in lockstep fashion. Expensive counselling arrange-
ments ensure that everyone keeps in step, reflecting the faculties' 
highly paternalistic and frequently socialist persuasions. (In 
America, too, the autonomy of the learner often receives less con-
sideration by course designers and instructors than the indepen-
dent study philosophy implies.) Making concessions to the self-
direction and self-motivation of the individual learner is, how-
ever, a significant feature of American independent study that the 
rest of the world has yet to come to terms with in program de-
sign and delivery. 
American distance educators who are not members of the 
NUCEA Independent Study Division are reluctant to accept the 
term "independent study." Because this term is used almost ex-
clusively by members of what was previously known as the Cor-
respondence Study Division to describe programs using print more 
than other media, the term is generally associated with correspon-
dence study. Although Wedemeyer's definition accommodates all 
communication media, educators who are primarily involved with 
electronic media have not embraced it. They have been inclined 
to use the international term "distance education," causing fur-
ther confusion since foreigners who research American distance 
education perceive that only electronic media are used. This is 
unfortunate because neither the term "distance education" nor in-
dependent study in theory represents any one communication 
medium. However, the term "distance education," as used inter-
nationally, communicates the idea of multimedia delivery more 
successfully than independent study does, while independent 
study expresses the active role of the learner better than does dis-
tance education. 
290 MICHAEL G. MOORE 
International Exchanges, Historically 
Most scholars accept that correspondence teaching was a Eu-
ropean invention and credit Charles Toussaint and Gustav 
Langenscheidt with starting the first organized instruction in 1856. 
There is, as yet, no evidence of communication between those 
Europeans and such American pioneers as Anna Ticknor or Tho-
mas J. Foster. However, it is certain that a great deal of interac-
tion existed in the nineteenth century between American and Brit-
ish enthusiasts of the general idea of what we might now call 
nontraditional higher education. When the idea of a degree out-
side the conventional university was rejected in England in the 
1880s, Richard Moulton, one of its strongest advocates, actually 
migrated to the United States to help build William Rainey 
Harper's new university in Chicago. By 1930, according to Bittner 
and Mallory (1933), correspondence teaching was offered by 39 
American universities, although there was little interest in using 
the method for university teaching in other countries. Among the 
exceptions was the University of Queensland in Australia, where 
correspondence teaching began in 1911; in Britain the University 
of London would examine persons who studied with private cor-
respondence colleges. Even by 1969 the best Western European 
practice that Peters could report at the quadrennial meeting of 
the International Council for Correspondence Education was that 
in Sweden university students in nine subjects could study part 
of their course by correspondence, and that there were experi-
ments or investigations occurring in the Netherlands, Federal Re-
public of Germany, and Norway. In Eastern Europe there was 
more interest, with 25 to 50% of university students in the Ger-
man Democratic Republic studying by correspondence (Peters, 
1969). 
The late 1960s and early 1970s brought critical change in in-
dependent study, both internationally and in America. It was a 
time of new conceptualizing and of experimenting with new me-
dia. The experiments included, in Peters' words, "projects of the 
University of Nottingham and the National Extension College in 
cooperation with the Television Broadcasting Corporations in En-
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gland" that led to an idea for a "new and unconventional aca-
demic institution" called the British Open University (1969, p. 101). 
America's AIM Project and 
Britain's Open University 
In his review of research in correspondence study in the 
United States at the 1969 ICCE conference, Ossian MacKenzie of 
Pennsylvania State University referred to "the work which has 
been conducted at the University of Wisconsin in articulation of 
instructional media" (p. 84). This was an experiment named the 
Articulated Instructional Media Project (AIM), funded by the 
Carnegie Corporation from 1964 to 1968, to join (that is, articu-
late) various communication media for teaching off-campus stu-
dents. The media included correspondence study guides and cor-
respondence tutoring, programs by radio and television, recorded 
audiotapes, telephone conferences, and local library resources. 
Counseling and local study groups, as well as the use of labora-
tories during summer periods, were integral elements of the in-
structional system (Wedemeyer and Najem, 1969). 
AIM represented a historic breakthrough in the use of corre-
spondence instruction and other media because it operationalized 
the idea of dividing the functions of the teacher and used numer-
ous media to deliver instruction that was assembled by a team of 
specialists. In particular, the learner could benefit from the pre-
sentation strengths of the broadcast media as well as the interac-
tion possible by correspondence and telephone, and human fa-
cilitators occupied a place of maximum effectiveness in the deliv-
ery system. 
In 1965 the director of AIM, Charles Wedemeyer, gave a lec-
ture about AIM in Wiesbaden, Germany, after which he was ap-
proached by Frank Jessup from the University of Oxford and told 
about the idea then circulating in Britain for a "University of the 
Air." Jessup invited Wedemeyer to Oxford, where he met in St. 
Anthony's College with Professor Harold Wiltshire and Dr. Fred 
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Bayliss of the University of Nottingham. Wedemeyer told them 
about AIM and they told him about the work they were doing in 
teaching economics at university level in a program of integrated 
correspondence, television, readings, and face-to-face tutorials-
work based, so they said, on American exemplars, and clearly 
similar to AIM (Wiltshire & Bayliss, 1966). (This experiment would 
be cited a few years later by Peters in the ICCE presentation men-
tioned above.) In London Wedemeyer met Michael Young, founder 
of the International Extension College, and in Nottingham he met 
Wiltshire's colleague Walter James, who with Bayliss wrote the 
Nottingham program. To all these and others, including the fu-
ture British minister of education, Christopher Chataway, 
Wedemeyer explained the philosophy and methodology of what 
was then the most advanced form of independent study in the 
United States. AIM, he explained, was based on "the philosophy 
of correspondence study [which] operates on the individual pur-
suit of learning ... to provide integrated sequential learning at a 
rate and in a place that is most appropriate for adults" (1982, p. 
21). Above all, he drew attention to what he considered fatal flaws 
in the AIM structure, and by so doing made what may be re-
garded as one of America's biggest contributions to distance edu-
cation. "AIM," wrote Wedemeyer, "was an experimental proto-
type with three fatal flaws: it had no control over its faculty, and 
hence its curriculum; it lacked control over its funds; and it had 
no control over academic rewards (credits, degrees) for its stu-
dents. The implications were clear: a large-scale, nonexperimental 
institution of the AIM type would have to start with complete 
autonomy and control" (1982, p. 23). 
In September 1967 the Planning Committee of the Open 
University began its work, with Wiltshire as a member. In 1968 
Walter Perry was nominated as vice-chancellor, Anastasios 
Christodoulou was named university secretary, and Walter James 
was appointed one of six directors of studies. In November, 
Christodoulou visited Wisconsin to study AIM' s methods, and two 
months later Wedemeyer met with Perry and his officials in Lon-
don. In May 1969 Walter James visited Madison and in September 
Wedemeyer moved to the site of the Open University's new campus at 
Milton Keynes in England to spend several months assisting the British 
in further development of their plans for the new institution. 
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Even before then, Walter James had written to Wedemeyer, 
"You bear some responsibility for the emergence of the Open Uni-
versity in this country. It was your talk on Articulated Instruc-
tional Media (AIM) that stimulated us to produce at Nottingham 
the first university course in this country in which television 
broadcasts and correspondence instruction were integrated, and 
it was this experience which produced interest in the University 
of the Air idea. Harold Wiltshire as you no doubt know was a 
member of both the government committees, the one concerned 
with examining the idea and the other with planning specifically 
for the introduction of the Open University; so there is a fair 
amount of you represented in the outcome of all these events" 
(cited in Wedemeyer, 1982, p. 27). 
According to Wedemeyer, "Almost the entire educational ge-
ography of an open educational system was identified in the AIM 
experiment" (1982, p. 23). In particular, with AIM's three fatal 
flaws in mind, British policymakers resisted the appeal of the 
higher education establishment to make distance education an 
add-on to conventional university education, and instead, in 1969 
established the Open University as a fully autonomous, degree-
granting institution. 
Spread of the Distance Education Idea 
As the University of Nottingham learned the potential of and 
developed expertise in the distance education approach, it passed 
on its experience within its own spheres of influence. Outstand-
ing among these was the University College, Nairobi, in Kenya. 
A "big brother" relationship existed between many institutions 
of higher education in the British colonies and universities in the 
mother country. Under Harold Wiltshire's influence the new ideas 
about distance education were introduced into the Kenya envi-
ronment. The "ABC of Economics" was an African version of 
Nottingham's television/ correspondence project. The television 
component was soon abandoned in favor of the more accessible 
medium of radio. In search of foreign expertise in teaching by 
correspondence and radio, Nairobi and Nottingham officials ap-
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preached America's Agency for International Development for as-
sistance. In 1966 Arthur Krival assembled a Wisconsin team, sev-
eral of whom had acquired experience in AIM, which went to 
Nairobi to establish the Correspondence Course Unit. One of the 
major charges to the Unit was to develop and deliver a program 
for inservice training of Kenya's school teachers. The unit is now 
part of the Division of Adult and Distance Education, making a 
major contribution to Kenya's national development as an inde-
pendent state, especially through its inservice teacher education 
program. Krival and the Wisconsin team eventually handed over 
the project to Kenyan educators, led for most of the subsequent 
period by a graduate of Syracuse University, Peter Kinyanjui. 
Other leaders of distance education in newly independent Afri-
can states sought training and inspiration from Wedemeyer in Wis-
consin. They included Martin Kaunda of Zambia, Khatun 
Rhantulla of Tanzania, Frank Nabwiso of Uganda, and Antoine 
Kabwasa of the Ivory Coast. 
In Britain, too, the seeds planted by Wedemeyer and others 
took root, and in the form of the Open University became fruit-
ful beyond the greatest hopes of its inventors. More than any other 
institution, the Open University proved the viability of distance 
education. In the 20 years after its formation it was emulated in 
many other countries that set up similar national, publicly funded, 
autonomous institutions of their own. 
What it did for Britain and subsequently for the world was 
to demonstrate many principles and practices of American inde-
pendent study which have been taken for granted in this country 
but were revolutionary abroad in the freedoms they permitted 
the learner. These included not only the use of integrated media 
to provide high-quality instruction in places of the learner's choos-
ing but also the practice of constructing a degree in modules, with 
the student accumulating "credits" toward a degree. This made it 
possible for the student to design a personal study package from 
the various courses offered. It also meant students could post-
pone study for a period or actually fail a course yet complete the 
degree. Both of these principles were eminently sensible for adult, 
part-time learners. These features were previously foreign to the 
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brutally competitive and selective higher education systems of Eu-
rope. Another American practice adopted and spread by the Open 
University was that of "formative evaluation," figuring a substan-
tial part of the student's course grade on the basis of work done 
in the life of the course instead of solely on performance in a 
final examination. By changing traditional teaching techniques, the 
Open University proved to the world that higher education lies 
within the ability of ordinary adults working mainly under their 
own self-direction, and in so doing it internationalized the phi-
losophy and practice of American independent study. 
Contemporary Distance Education 
Organizations 
In attempting to classify the thousands of contemporary dis-
tance education organizations worldwide, Neil (1981) distin-
guished between the autonomous institution that he called the 
"whole system control model," such as the British Open Univer-
sity, and institutions that are "embedded into communities of edu-
cational agencies" (p. 130), which would include American uni-
versity independent study departments. Autonomous institutions 
have full authority in four areas of management in which the em-
bedded system has to share authority with a parent or other su-
perior body. These areas are finance, examinations and accredita-
tion, curriculum and course design, and instructional and coun-
selling services. There are national autonomous institutions in 
about 20 countries. The following are some, with the dates of their 
founding: 
Universidad Nacional de Educaci6n a Distancia, Spain (1972) 
Everyman's University, Israel (1974) 
FernUniversitat, West Germany (1974) 
Allama Iqbal Open University, Pakistan (1974) 
Athabasca University, Canada (1975) 
Universidad Estatal a Distancia, Costa Rica (1977) 
Universidad Nacional Abierta, Venezuela ( 1977) 
Sukhothai Thammathirat Open University (1978) 
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Open Universiteit, The Netherlands (1981) 
Sri Lanka Institute of Distance Education (1981) 
Kyongi Open University, Korea (1982) 
University of the Air, Japan (1983) 
Universitas Terbuka, Indonesia (1984) 
Indira Gandhi National Open University, India (1985) 
National Open University Taiwan (1987) 
Al Quds Open University Jordan (1987) 
Universidade Aberta, Portugal (1988) 
The U.S.S.R. reportedly has 14 autonomous distance teaching uni-
versities (Ilyin, 1983). 
Like the British Open University, most foreign distance edu-
cation institutions are autonomous, and most have a national man-
date. They receive most of their funding from central governments 
and are required to provide distance education throughout the 
nation. (Athabasca University in Canada is mandated to serve the 
province of Alberta but attracts some students from outside that 
province.) The United States is one of a dwindling group of coun-
tries that has no national, autonomous distance education uni-
versity. In this country several thousand different institutions de-
sign and deliver distance education to a student market that is 
extremely fragmented, geographically and sectorially. Some seri-
ous problems arise from a third form of fragmentation, which is 
the dispersed control of educational communications media. 
In foreign autonomous universities, the full range of commu-
nications media are usually under one central direction, and teach-
ing programs can be designed to employ them most effectively. 
In the course that is finally produced, correspondence is inextri-
cably linked to audio and video recordings and broadcasts, pre-
pared texts, face-to-face seminars and summer schools, telecon-
ferencing, and other resources. The work of independent study 
specialists is highly integrated with the specialists in other me-
dia, both at the design stage and during the presentation of the 
program. 
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It is true that such linkages sometimes are made in American 
independent study, but usually only specialists in one or two me-
dia are so linked, and such linkage is more the result of indi-
vidual voluntary effort than systematic. Furthermore, the total of 
communication and human resources employed in distance edu-
cation in the United States must exceed those of any other coun-
try, but because other countries concentrate their resources in 
single organizations and the resources employed on any project 
are far greater than in America, the programs are usually supe-
rior. 
Most foreign distance education institutions are very large, 
though some are no bigger than the larger American indepen-
dent study departments. In Thailand the Sukhothai Thammathirat 
Open University has some 200,000 students with a target of ad-
mitting around 500,000. Germany's FernUniversitat has a student 
body of around 30,000. There are 83,000 students in Portugal's 
Universidade Aberta; Canada's Athabasca University is one of the 
smallest autonomous institutions with just over 16,000 students. 
The British Open University has an annual enrollment of about 
130,000 students. In these and other open universities, most stu-
dents are adult, part-time learners. Most are studying for either a 
baccalaureate degree or in courses of continuing education in such 
professions as teaching, engineering, and business. The idea that 
professional continuing education (or even professional prelimi-
nary education) is a legitimate university function is another 
American concept only recently taken up in Britain and other 
countries. 
Being autonomous institutions means, as Wedemeyer had 
urged, that the open universities are able to award their own de-
grees and are spared the restraints imposed on "embedded" in-
dependent study departments. The British and many other open 
universities are not required to recruit only students with previ-
ous educational attainment; admission is open to all, regardless 
of academic qualifications. Not only is there no restriction on how 
many courses students can take through independent study, but 
in most institutions the degree can only be obtained in this way. 
298 MICHAEL G. MOORE 
Most open universities have emulated the American modu-
lar course structure. The British Open University degree is 
awarded on successful completion of six full courses or the equiva-
lent, each course taking about one year's part-time study. There 
are a total of 42 full (about 400 hour) courses, and 94 half (about 
200 hour) courses. 
Given the genesis of modern open universities in the Ameri-
can independent study method, it is noteworthy that correspon-
dence instruction remains at the heart of most foreign teaching 
systems. In Britain more than 3 million correspondence course 
packages are mailed each year, and nearly a million student as-
signments are submitted and marked. 
In many ways the open universities have progressed far be-
yond their American progenitors. The differences lie in the de-
gree of central planning and integration of media, in the scale of 
the delivery systems, in the numbers of staff, in the faculty-stu-
dent ratios, and in the greater sophistication of personnel prac-
tices. The British Open "£!niversity employs 800 full-time academic 
faculty at the central offices to design and produce courses, and 
2,000 others assist and maintain the administration. Not all open 
universities invest so heavily in their own full-time course writ-
ers. Although the Open Universiteit of the Netherlands, for ex-
ample, is an autonomous institution, academics of conventional 
higher education institutions write about half its courses. This 
gives a flexibility of response to changing curricular needs which 
the British have lost. In the Dutch, British, and most other for-
eign institutions, the status of instructor and of student counselor 
in distance education is quite high, and this promotes student 
progress and achievement. In the British Open University, 1,000 
staff members in regional offices provide student support services 
and administer the instruction of 5,000 part-time correspondence 
teachers. No correspondence tutor has more than about 50 stu-
dents to monitor and instruct, and many have less. The position 
is paid better than for comparable work in America, and there is 
great demand for such employment. Recruitment and selection is 
methodical; pre- and in-service training is given; instructors are 
systematically monitored, supervised, and, if necessary, disci-
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plined. As a result of such personnel practices, students enjoy 
high-quality instruction and counseling. Each student is person-
ally known to counselors and instructors, and face-to-face meet-
ings between students and instructors at local study centers are 
designed into the course programs and budgets. In a survey of 
open universities, Rumble and Harry (1982) found that all had 
some form of local study center. For example, the Universidad 
Nacional Abierta in Venezuela, which has 24,000 students, pro-
vides 21 regional centers where full-time counselors are available 
for consultation and tutorials and study groups are organized. 
Embedded Institutions and 
Collaborative Agreements 
It is not only in the United States that higher independent 
study has evolved within parent institutions rather than in au-
tonomous institutions. In China about 300,000 students are in cor-
respondence programs offered by 311 of the country's 800 col-
leges and universities; a similar number are in courses provided 
through the Radio and Television University, and another 300,000 
are in local TV universities (Jianshu, 1987; Yu, 1986). Embedded 
distance education is seen in the Australian external degree pro-
grams, in which seven universities engage in distance education 
with a total of about 15,000 students, or around 10% of total en-
rollments. In addition there are 29 ,000 students enrolled in dis-
tance education programs of the Colleges of Advanced Education 
and 350,000 in the Technical and Further Education sector (White, 
1987). 
In many countries, collaborative arrangements involve two 
or more conventional institutions of higher education working to-
gether to design and deliver distance education. Important ex-
amples are Federation Interuniversitaire de L'Enseignement a Dis-
tance in France, which coordinates the activities of the distance 
education centers of 22 universities, and Italy's Consorzio Per 
L'Universita a Distanz, which designs learning materials and stu-
dent support services for students who register with universities 
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that are members of the consortium. In Ontario, Canada, "Con-
tact North" serves 27 communities through coordinating centers 
in member colleges and universities. 
Theory of Distance Education 
An overlooked contribution of American independent study 
to the evolution of distance education is the work of its scholars 
on conceptualization and theory. Wedemeyer's landmark defini-
tion has already been referred to. Following it, and building on 
it, was my own "two-dimensional theory" first presented in 1972 
at the International Council for Correspondence Education. This 
has been described as one of the world's six most significant theo-
ries by the Australian writer Keegan (1980), whose book The Foun-
dations of Distance Education (1986) attempted to respond to my 
call for research into what I called the "macrofactors" of distance 
education, that is, the building of a theoretical framework to ex-
plain and support the field. Another prominent writer, the Swed-
ish scholar Holmberg, has also built on the theory in many ar-
ticles and papers, most accessibly in his book Growth and Struc-
ture of Distance Education (1986). In Britain, Greville Rumble has 
called the theory "the most fruitful use of the term 'distance"' 
and used it to orient readers of his book The Planning and Man-
agement of Distance Education (1986). 
The significance for this discussion of the two-dimensional 
theory is that it derived from the literature of American indepen-
dent study. As a result, the theory focuses not only on distance, 
classified by the elements of structure and dialogue, but also on 
the "second dimension" of independent study, learner autonomy. 
This theory, therefore, has brought to the world's attention what 
Americans in independent study consider important-the learner's 
autonomy as well as the distant instructor. It is discussed in 
courses about distance education in India, Australia, Germany, and 
Britain and is featured in the writing of contemporary interna-
tional scholars including the Canadians Garrison and Shale (1989), 
Australia's Keegan (1989), and Poland's Potulicka (1988). 
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International Council 
for Distance Education 
An international organization of correspondence educators, 
the International Council for Correspondence Education (ICCE), 
was formed in 1938. The idea for ICCE is generally attributed to 
a Canadian, J. W. Gibson. The first ICCE conference met in 
Victoria, Canada, in August 1938, with 88 delegates, mostly Ameri-
cans and Canadians. An American, Rex Haight, was elected ICCE's 
first president. The second conference was held in Lincoln, Ne-
braska, in October 1948 under the presidency of Knute 0. Broady. 
After the third conference in Christchurch, New Zealand, in April 
1950, ICCE returned to the United States for its 1953 conference 
at Pennsylvania State University, held under the presidency of 
W. R. Young, Penn State's supervisor of correspondence instruc-
tion. Viron Moore, assistant dean of the Extension Division of the 
Oregon State System of Higher Education, was ICCE president 
for the sixth conference, held in Gearhart, Oregon, in 1961. Until 
Three International Council on Correspondence Education (ICCE) presidents 
and two vice presidents: left to right, Ripley Sims, Renee Erdos, Michael Moore, 
Borje Holmberg, and Charles Wedemeyer. 
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the seventh conference, held in Stockholm, Sweden, in 1965, ICCE 
membership and conference participation was overwhelmingly 
American. In 1965 the council for the first time became truly in-
ternational, with representatives from 27 countries. At the eighth 
conference in 1969, at UNESCO House in Paris, there were repre-
sentatives from 34 countries. 
Following the Paris conference, Charles Wedemeyer was 
elected president, and the ICCE returned to America for its ninth 
conference in Warrenton, Virginia, in 1972. Under Wedemeyer's 
presidency, ICCE was recognized as an international nongovern-
mental organization by UNESCO, a newsletter was established, 
the first training institute was offered, and a committee was set 
up to promote international research. 
At the 1972 conference the term "distance education" and the 
concept of distance as a dimension of teaching and learning was 
introduced. In recognition of the arrival of electronic media, and 
mainly as a result of pressure from European members, the ICCE 
changed its name in 1982 to the International Council for Dis-
tance Education (ICDE). 
Conferences were held in England in 1975, India in 1978, 
Canada in 1982, Australia in 1985, and Norway in 1988. The 1990 
conference was held in Caracas, Venezuela, and the 1992 confer-
ence will be held in Bangkok, Thailand. A Permanent Secretariat 
was established in 1988 with offices in Oslo, Norway. By 1990 
there were about 500 members in 50 different countries. 
As distance education has prospered around the world, 
America has lost the dominant position it held in the early years 
of ICCE's history. Indeed, in recent years participation and lead-
ership in ICDE has been assumed by many countries with sub-
stantially less significant distance education experience than the 
United States. Regional associations of distance education have 
been established under ICDE's auspices in Europe, Asia, Latin 
America, and Africa, with national associations in many coun-
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tries. The formation of a national association to be known as the 
American Council for Distance Education was under discussion 
in spring 1991. 
What of the Future? 
Through such organizations as the International Council for 
Distance Education and an American Council for Distance Edu-
cation, the future will offer many new opportunities for Ameri-
can universities to both contribute to and benefit from a policy of 
deliberate involvement in international distance education. 
We have recently entered an age when cheap and effective 
international communication by such media as audio-conference, 
satellite video-conference, computer conference, audio-graphic and 
facsimile makes interpersonal and interinstitutional communica-
tion for the purpose of planning and delivering educational pro-
grams economically viable. The course team need no longer de-
pend on participants' ability to travel to a common space; and 
there is no justification for depriving learners of the better pro-
grams provided by design and delivery on an international scale. 
Americans must find opportunities to join with collaborators in 
other lands to design and deliver the next generation of distance 
education courses. Such opportunities will be found by those in-
dividual American educators who involve themselves in the in-
ternational distance education community. 
By attending ICDE conferences, by writing in the ICDE Bul-
letin and in other international journals, American distance edu-
cators will be able to meet nationals of other countries to develop 
professional networks, and this in turn will promote trust and 
cooperation. Like other countries, which give political value to 
their involvement in international distance education, the United 
States must develop a foreign policy regarding distance educa-
tion and an awareness of its international policy implications. 
American distance education should not enter the Information Age 
with its current quasi-isolationist global perspective. Of course, a 
304 MICHAEL G. MOORE 
hurried, neocolonial policy of patronage and influence buying 
would be even more disastrous. Strategic thinking on this issue 
is urgently needed. 
American independent study has great potential as a world 
leader in research, study, and teaching of distance education. Some 
of the main concepts and theories concerning distance education 
have emerged from American scholars. Our systems of educational 
research compare favorably with the best in any country. In par-
ticular, our graduate schools of education represent an unparal-
leled resource of scholars and one of the world's best systems for 
training young people. As politicians, administrators, academics, 
and students come to recognize the opportunities in late twenti-
eth-century distance education, America may once again achieve 
the position of world leadership it held until the 1970s through 
the training of a new generation of educators and through the 
improvements in organization and practice that may follow our 
research. 
American independent study has made a significant contri-
bution to the international evolution of distance education. Much 
more could be said about the numerous bilateral interactions be-
tween American and foreign institutions, notably between Ameri-
can and Latin American as well as Asian and European universi-
ties. In the past, a few educators both at home and abroad have 
found that foreign experience and thinking helped to clarify their 
problems and sometimes to find ways of dealing with them. In 
the future such bilateral as well as multilateral international ex-
changes of ideas and experiences and their reciprocal impact will 
likely increase. This increased velocity in the exchange of ideas is 
an inevitable result of the ever-increasing sophistication and lower 
costs of communications media and international travel. These 
communications media are likely to contribute even more than in 
the past to the redundancy of national boundaries. As the world 
outside the United States comes to reappraise the relative value 
of choices made by individuals as compared with social decisions 
in learning, those of us who want to promote independent study 
as an educational method for the future are advised to under-
stand it, and to treat it, in its global as well as its national con-
text. 
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Chapter 14 
Looking to the Future 
Barbara L. Watkins and 
Stephen J. Wright 
The chapters in The Foundations of American Distance Educa-
tion: A Century of Collegiate Correspondence Study emphasize the 
contributions of independent study practitioners since 1892 to 
higher education in the United States. Continuity and flexibility 
have been the hallmarks of this century. Although some issues 
confronting independent study programs today vary remarkably 
little from those that the universities of Chicago and Wisconsin 
faced at the turn of the century, the problems demanding atten-
tion in the decades immediately ahead parallel the challenges con-
fronting other university departments. 
One of the most important issues involves independent study 
practitioners' perceptions of their professional niche and role. In 
the mid-1960s Charles Wedemeyer and Gayle Childs argued com-
pellingly that a broader term than "correspondence study" was 
needed to describe the circumstances of that period and the in-
fluence of new technologies on the profession. Representatives of 
NUEA's Correspondence Study Division selected the term "inde-
pendent study." 
Now the realities of the 1990s suggest that another change of 
name, reflecting a further evolution of identity, is appropriate. The 
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term "distance education" implies an application of technology 
to education, unlike "correspondence study" or even "indepen-
dent study," which are-in the minds of many-irrevocably tied 
to print-based instruction. The future of independent study is 
clearly entwined with the distance education movement. 
Independent study practitioners must firmly establish a place 
in distance education in order to form new partnerships and alli-
ances, to redefine their areas of professional interest, and to 
broaden their activities and the emphasis they place on the use 
of electronic media (Markowitz, Almeda, Logan, Loewenthal, & 
Young, 1990). To move assertively forward, however, independent 
study practitioners must know the history of their profession. 
Those independent study professionals who don't know who 
they are or where they have come from have left the history of 
their profession "parked in the street, doors unlocked, keys in 
the ignition, engine running, back seat full of valuable packages ... 
It cannot be any surprise then, if [others] are now driving off 
with the goods" (P. Limerick, cited in Atlas, 1991, p. 22). If they 
don't know, for example, their predecessors' role in founding and 
developing the National University Extension Association (now 
NUCEA), or in pioneering ventures in supervised correspondence 
study that helped create the junior college movement, or in inte-
grating mediated instruction in University of Wisconsin correspon-
dence courses that provided a model for the British Open Uni-
versity, how can they tell others about these accomplishments or 
use them to help map the future? 
Another primary task for the future is internal marketing, that 
is, informing faculty and administrators about independent study's 
contributions to parent universities and to higher education in 
general. Independent study professionals must be persistent in 
representing the invisible, adult, off-campus learners in their de-
liberations with mainstream, campus-based administrators and fac-
ulty. Those in the independent study movement must, more than 
ever, be prepared to serve as dedicated advocates for 
nontraditional students who are able to access higher education 
only through distance education mechanisms. 
Looking to the Future 309 
Independent study practitioners must work closely with fac-
ulty to integrate technology in courses offered both on- and off-
campus, to provide instructional materials for campus use, and 
to collaborate in research ventures. They must also inform state-
wide constituencies about independent study courses that may 
meet their needs and about new technologies that help serve stu-
dents better. 
Demonstrating their contributions to parent universities will 
be of prime importance in the years ahead. Independent Study 
units must hire new staff with credentials that include doctorates 
in liberal arts, business, or education. To move from the periph-
ery of the university to a more central position requires the aca-
demic credibility that these degrees provide. 
Emphasizing academic credibility and quality will also help 
improve independent study' s funding base and likely broaden its 
programming domain. Legislators and administrators alike react 
favorably to well-prepared, energetic, and visionary programming 
and to efficient management. Improving academic credibility will 
encourage faculty to participate more actively in independent 
study's professional associations and in collaborative research. 
As the number of nontraditional students grows and as in-
dependent study becomes more central to American universities, 
problems of awarding and transferring credit for independent 
study courses may be a~leviated, if not resolved. This issue of 
credit, which impacts image, enrollment, and funding, has been a 
sticking point for much of the past century. The active involve-
ment of independent study departments in the distance educa-
tion movement is a key to resolving this problem since many uni-
versities now make no distinctions between credit awarded for 
campus-based and television courses. 
Restrictions on granting financial aid to independent study 
students are also wrapped up in the centrality and identity is-
sues. Independent study professionals must work with univer-
sity administrators to convince state and federal legislators to 
make financial aid guidelines more flexible, thus supporting part-
time distance education students. 
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Closer relationships with parent universities will present new 
challenges for independent study practitioners, as well as new 
opportunities. One likely result is a reassessment of models of 
professional participation. These new models may require, for ex-
ample, technological specialization, more marketing sophistication, 
or advanced education in the uses of statistics for program evalu-
ation. 
As independent study units seek more central positions on 
their campuses, administrators of these units must also continue 
to create innovative programming models to attract new constitu-
encies. The University of Wisconsin's custom-made courses and 
Pennsylvania State University's automatic sprinkler program are 
examples of programs that serve businesses, industries, and pro-
fessional associations well. 
Two important issues in independent study's future that will 
affect all of higher education are the increasing options technol-
ogy provides both for instruction and student services and the 
increasing need for educational options for adults and part-time 
students (Markowitz et al., 1990). Although wider use of tech-
nologies on campus and through distance education may blur dis-
tinctions between on- and off-campus credit, this extension of in-
struction by new technologies will compel the campus commu-
nity to consider issues of faculty accessibility, local control of 
course content, and timely revision of materials. Independent 
study staffs have substantial experience in dealing with these mat-
ters that will help university personnel review and revise policies 
and instructional practices. 
In the years ahead, independent study's place in higher edu-
cation will likely become even more important than in the recent 
past. Huey B. Long, professor of education at the University of 
Oklahoma, commented that "more and more corporations are 
headed in the direction of the 'empowered learner,' that is, the 
learner who knows how to learn and is psychologically set to 
aggressively assume increasing responsibility for learning, espe-
cially as it relates to career advancement" (personal communica-
tion, September 9, 1991). IBM, for example, envisions educating 
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its employees by the year 2000 at the individuals' worksites. Long 
noted that when adult learners assume responsibility for work-
related learning, they will probably also use these skills of access 
in leisure-time educational activities. When incorporating these 
new learning methodologies, independent study professionals will 
need to focus more carefully on the psychological bases of learn-
ing materials to improve learner achievement, retention, and sat-
isfaction. 
Creating new options for nontraditional students will be a 
pressing concern in the coming years. As education becomes more 
expensive and technologies more sophisticated, opportunities for 
higher education will be increasingly removed from those indi-
viduals who need access to learning and information the most. 
The educational inequalities of our time offer challenges far more 
formidable than extending educational opportunities to isolated 
rural populations or newly arrived immigrants at the turn of the 
century. Class and economic barriers will be as hard to crack as 
any obstacle in the past, but the same qualities of persistence, 
resilience, and ingenuity that have brought independent study pro-
grams through their first century will carry them into the next. 
The successes of the past provide building blocks for the future. 
In reviewing the first century of collegiate correspondence study, 
it is clear that extending education to the people-all the people-
has been one of the wisest commitments American universities 
have ever made. 
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